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ABSTRACT 
PERCEPTIONS OF COLLEGE STUDENTS OF COLOR ABOUT COMMUNITY 
SERVICE LEARNING THROUGH TUTORING 
SEPTEMBER 2003 
KACIE CHARMION MCCOLLUM, B.A., BENEDICT COLLEGE 
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor John C. Carey 
This study examines perceptions of college students of color about their 
community service (CS) experiences as tutors in public schools. It explores how Black 
and Latino students at one large public university and three small private colleges in the 
Northeast conceptualized their experiences as tutors, the impact of tutoring on their 
college education, and the affects of tutoring on their career choices. 
This study is significant because it enhances our knowledge of the experiences 
of students of color in CS activities. This study may generate information that is valid 
for the recruitment and retention of teachers of color and possibly open new avenues 
about the recipients of service. From a policy perspective, the information is potentially 
useful to CS organizations, colleges and universities, public and private schools, local, 
state, and federal policymakers. 
Three methods of inquiry are used: (1) Pre-questionnaires were used to ascertain 
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a biographical background of each participant; (2) modified in-depth interviews were 
conducted with each participant; and (3) post-questionnaires provided opportunity for 
students to reflect on the pre-questionnaire and oral interview questions and draw 
further conclusions about their CS tutoring efforts. The research population included 14 
vi 
undergraduate men and women of color from African American, Cape Verdean, and 
Latino ethnic backgrounds, who participated in one of two CS tutoring projects. 
The findings revealed: (1) Students of color at both the large public university 
and the small private colleges reported that community service was an intense learning 
experience, prompting them to think about issues of tracking, teaching, methods, 
learning styles, and educational equity. (2) Students of color in both projects found 
themselves connecting their own educational experiences with those of their tutees, 
forging a crucial personal link that gave energy and commitment to their work in 
schools. (3) Students of color in both projects drew direct connections between their CS 
tutoring and their thinking about future careers; this affirmed and clarified in most cases 
the students’ plans to either enter teaching or pursue another professional field. (4) 
Students of color in both projects found race, ethnicity, and gender crucial to identifying 
with and maintaining relationships with tutees. 
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CHAPTER 1 
INTRODUCTION 
Statement of Problem 
Community service by college students is a growing trend on campuses across 
the nation. At some schools, service is a highly valued extracurricular activity. Many 
undergraduates participate through college residential life programs, student unions, or 
sororities and fraternities. At other institutions, service in the community has become 
part of the academic curriculum. College students at such schools can take courses that 
offer academic credit for community involvement activities. Community service 
learning has even reached into departments and colleges of education where new 
teacher candidates are including work in the community as part of their certification 
program. 
Studies suggest that community service in the form of curricular or 
extracurricular activities have many positive benefits for college students. According to 
a RAND report on Learn and Serve America Higher Education (LASHE) programs, 
participants in service initiatives do better academically, have a higher sense of personal 
self-worth, and gain a more complete perspective on their career choices (1996, p. xi). 
For at least some undergraduates, community service relates to teaching as a career. 
They find the opportunities to tutor or mentor children and adolescents meaningful and 
% 
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significant. It affirms for them a realistic direction to pursue after graduation. 
Most studies of community service (CS) on college campuses are statistical, 
reporting the numbers of service providers in a series of tables, graphs and correlation’s. 
There are fewer qualitative studies of college students engaging in community service 
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learning courses or initiatives. First-person studies in which college students describe 
the nature of services and learning as they experienced it are the only ways to enhance 
statistics with voices that identify: 
■ Who the students are; 
■ What motivates their becoming involved in the community; and 
■ What impact service has on their thinking about self, society or social change? 
Included within a general dearth of first person descriptions of community 
service learning, is a specific absence of students of color on predominately white 
campuses describing their participation in community involvement activities. As 
Clemson University researcher, Sean Warner, (1998), stated in his dissertation study, 
“students of color face profound challenges at predominately white colleges or 
universities with their college experience affected by personal and institutional racism. 
The seemingly routine activity of attending classes or eating in communal dining rooms 
may be experiences of racial isolation for Black students.” Warner points out that the 
lives of students of color are not analogous to those of their white counterparts even 
when they are all participating in the same activities. 
This study reveals the perceptions and outlooks of a group of college students of 
color discussing their community service experiences as tutors and mentors in schools. 
My research begins with the assumption that first-person accounts of community 
involvement activities offer important insights into how college students make sense of 
their service activities. It further assumes that because the experiences of students of 
color may be different from white students, they need to be studied by themselves. This 
study describes how students of color reflect on their community service tutoring in 
schools. 
A related issue for students of color concerns the impact of service activities on 
their thinking about careers. The possibility that service might these lead students to 
consider teaching as a career responds to an immediate crisis in American education 
today. While the K-12 student population becomes increasingly diverse (one child in 
three students are not European American), the number of people of color entering the 
teaching profession remains startlingly low. Presently, approximately 8% of the 
students preparing to become teachers are African American, Latino, Asian or Native 
American. Following a longstanding historical pattern, education and teaching 
continues to attract mostly large numbers of working class and middle class, white 
women. During the 1950s, Anthropologist Margaret Mead delivered a lecture at 
Harvard University where she noted, 
Teachers who are members of any group who are in a minority in their 
particular community will have to add in their own words that they are 
Negro teachers ... as the case may be, redefining themselves against an 
image of women who for the most part of the country is white, middle 
class, middle aged and Protestant background. (Foster, 1997; Harvard 
University Press, 1950) 
Mead’s statement captures a theme that is still prevalent over 50 years later; there is still 
a lack of non-white educators in comparison to white educators as we prepare for the 
21st century. Educational reformers are looking at ways for students of color to gain 
* 
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new experiences while in college that will lead them to consider career options in 
education, including elementary and secondary school teaching. As this study presents 
the views of students of color about community service learning, it will specifically 
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inquire as to whether community involvement activities are motivating participants to 
consider teaching as a career. 
Purpose of Study 
The purpose of this study is to examine the perceptions of university/college 
students of color toward community service tutoring. Three original questions guide this 
dissertation study: 
(1) How do university/college students of color describe their experiences in 
community service tutoring? 
(2) How does participation in community service tutoring affect the attitudes of 
university/college students of color toward their college education? 
(3) How does participation in community service tutoring affect the attitudes of 
university/college students of color towards career choices? 
This dissertation is a qualitative study using a modified in-depth interviewing 
method. It investigates the experiences of college students of color in Community 
service learning (CSL) tutoring projects, within two institutions of higher education in 
Western Massachusetts. It also considers the impact of those experiences on how 
students of color think about college education and their possible career choices, 
including teaching. 
Description of Programs 
Project A is an innovative partnership between public schools and alternative 
education programs in Western Massachusetts and the School of Education at a large 
public University. Undergraduate and graduate university students provide in-school 
4 
and after-school academic tutoring to linguistically and culturally diverse elementary, 
middle, high school and adult learners. This program concentrates on serving 
historically neglected learners: Southeast Asian, Latino and African American students. 
In addition, this project responds to learners who are academically at risk, including 
those with special educational needs. It has been in operation since 1984. 
More than 1,500 college students have tutored over 135,000 hours in nearby 
schools or alternative programs in Project A’s ten-plus years of operation. Tutors come 
from all over its campus, representing more than 55 academic departments, including 
accounting, chemistry, English, engineering, foreign language, history, management, 
mathematics, physics and sociology. About 1 in 5 are education majors and perhaps 1 
and 3 are considering secondary teacher certification. Project A tutors participate in a 
3-credit semester long course addressing issues raised for the tutors about schools, 
equity and education. During weekly seminars, students reflect on personal tutoring 
logs, various educational issues and their relationship to equity in education. In 
addition to weekly seminars, students tutor 60 hours over the course of a semester 
during or after public school hours. The project offers flexible morning and evening 
tutoring hours with the adult education programs. 
Project B is a Community Service Tutoring Project that is a partnership between 
three local urban colleges and the local city public schools. Tutors meet their tutees, 
once a week on the same day, to establish a one-on-one tutor/mentor relationship. This 
is an after-school program and students have directed tutoring time, play time and 
dinner. The population of children that are being served are elementary and middle 
school students. As a community service project, Project B responds to the at-risk 
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learner, including special educational needs. Tutors attend a reflection/training session 
approximately once a month over the course of a semester. 
Student tutors for Project B can receive college course credit from one of the 
three schools participating in the program. This project is funded through an awarded 
Federal Grant. Prior to funding, the project existed on a smaller scale, thus the basis for 
the additional programs once the grant was awarded. 
This study will investigate the experiences of students of color in Project A and 
B. In specific, it will honor the experiences and voices of college students of color, 
specifically: African American, Cape Verdean and Latino men and women who have 
participated in one of the two CS/CSL tutoring projects. 
Definition of Terms 
• Afrocentrism: According to Professor Sonia Nieto, “Afrocentrism refers to a 
philosophical worldview and values based on African cultures...In some ways a 
direct response to Eurocentrism. This philosophy has become particularly 
visible in some schools with large African American student populations. 
Afrocentric curricula and educational environments have gained importance 
because traditional classrooms in the United States tend to put African American 
children at a disadvantage. This is true in the content of the curriculum, where 
African Americans are missing, as well as in the process of education itself 
where a lack of understanding of students’ communication styles by most 
teachers is evident. A number of African American schools have been 
developed. The reasoning behind these schools is that because African 
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American children (particularly males) suffer the consequences of miseducation 
in traditional schools, it is important that their culture, language, and 
communication patterns serve as the basis for their education” (1996, p. 350- 
351). 
• Cognitive Development: According to researchers, Byrd Jones and Robert 
Maloy cognitive development refers to: “How individuals make sense of events 
at different stages of intellectual and social development. For example, 
development changes occur rapidly for infants and more slowly for adults. Each 
person maintains a meaning system whose integrity imposes order on values and 
actions” (1996, p. 75). 
• Community: American Heritage Dictionary 3rd Edition defines community as: 
“A group of people living in the same locality and under the same government. 
Groups of people having common interest, society as a whole, the public.” 
(1997, p. 282). 
• Community Service Learning (CSL): According to researcher Jeff Claus, “CSL 
is increasingly recognized as a valuable way to make education and learning 
meaningful to the lives of youth, and it is understood to close the gap that often 
exists between schools and their communities” (1999, p. 1). 
• Constructivism/Constructivist Thought: According to Jones and Maloy, 
* 
“Viewing knowledge from several perspectives, suggesting that sci-tech or 
abstract, analytic ways of depicting ‘facts’ are useful for advancing and applying 
knowledge but have less value for representing and integrating knowledge for 
concrete and purposive ways of knowing. To resolve the dilemmas of post- 
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modem thought, we need to reflect on our experiences and to integrate 
knowledge with values in order to reconstruct appropriate frameworks for 
interpreting events” (1996, p. 292). 
• Cooperative Leaming/Groupwork: A teaching method that allows students to 
work together to achieve tasks that have been clearly assigned by a teacher. 
Cooperative learning allows students to be responsible for their education and 
empowers them as knowledgeable human beings. As Elizabeth Cohen states, “it 
is a superior technique for conceptual learning for creative problem solving and 
for increases of oral language proficiency. Socially it will improve inter-group 
relations by increasing trust and friendliness. It will teach students skills for 
working in groups that can be transferred to many student and adult working 
situations. ... a strategy for solving two common problems keeping students 
involved with their work, and managing instruction for students with a wide 
range of academic skills” (1994, p. 6). 
• Culture: Culture consist of widely shared and long lasting socially constructed 
frameworks that establish personal and group identities... culture follows from a 
natural human activity of‘making sense’ of one’s experiences. Culture is 
revealed only indirectly through articulated ideas, shared practices, and the ways 
those attitudes and behaviors affect diverse members of society” (Jones and 
Maloy, 1996 p.223). 
• Curriculum: American Heritage Dictionary 3rd Edition refers to curriculum as: 
“All the courses of study offered by an educational institution. A group of 
related courses, often in a special field of study” (1997, p. 340). 
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• Curriculum Change: According to the Dictionary of Multicultural Education, 
“curriculum change” means “transforming all design components and altering 
the values and beliefs upon which they are based. Curriculum change is far 
more comprehensive and encompassing than curriculum improvement, it 
transforms the ideological and methodological centers of the instructional 
planning process. In addition, it is any educational plan that places cultural 
diversity at the core of teaching-learning process and treats it as a valuable 
attribute of social and personal life to be actively promoted constitutes 
curriculum change” (1997, p. 77). 
• Ethnicity and Ethnic Studies: According to researchers Grant and Ladson- 
Billings, ethnicity is defined in tandem with ethnic studies. “In terms of 
everyday talk ethnicity is something to be ascribed to people of color and those 
who are linguistically diverse, not to members of the dominant culture. In this 
context the term ethnic studies typically refers to the study of diverse groups 
living in the United States, in particular, such politically significant groups as 
African Americans and Latinos. Ethnic and multicultural studies programs are 
often referred to interchangeably. The purpose of these studies is to 
acknowledge the cultural significance of diverse groups to American macro 
culture as well as to increase understandings of their history, traditions and 
behavioral studies” (1997, p. 109). Rotheram and Phinney (Grant and Ladson- 
Billings, 1997; Rotheram and Phinney, 1987) have suggested, “an ethnic group 
maybe established by any collection of people who view themselves as having 
common attributes and who are willing to call themselves an ethnic group. This 
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means that being a member of a minority group is not at all a condition for being 
part of an ethnic group.” 
• Eurocentrism: According to Grant and Ladson-Billings editors of the Dictionary 
of Multicultural Education. Eurocentrism is defined as “Centered on Europe and 
Europeans.” The Random House Dictionary defines Eurocentrism as related to 
“considering Europeans as focal to world culture, history, and economics” (p. 
669). Grant and Ladson-Billings go on to say “brief dictionary, textbook and 
glossary definitions of Eurocentric are neutral and non-judgmental and 
therefore, do not imply that Eurocentrism is biased, closed-minded worldview 
that leads to oppression of non-European peoples or the denigration on non- 
European cultures, worldviews and contributions to world civilization. Modem 
usage by scholars in the field of multicultural education in the United States 
indicates that the full meaning of Eurocentrism as a worldview includes several 
beliefs: (1) belief in the inherent superiority of all things European (i.e. 
European cultures, perspectives, values, behaviors); (2) belief that these various 
aspects if European culture are valid universal nouns forjudging non-European 
culture; (3) belief that non-European cultures are inferior; and (4) belief that 
non-European cultures should be denigrated and dominated” (1997, p. 116-117). 
• Human Capital: According to Hombeck and Salamon human capital refers to, 
“the acquired skills, knowledge, abilities of human beings” (1991, p. 3). 
• Industrial Models of Schools: Researchers Jones and Maloy define industrial 
models of schools as, “Schools that reinforce images of standardized, but rank- 
ordered, individuals trained for functionality in a modem society... In a 
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traditional classroom or factory, students and workers are watched and 
evaluated.” Jones and Maloy continue this definition by stating, “Many 
Americans come to assume that industrial efficiency required workers to follow 
orders in specializing, though alienating, roles. In keeping with a machine age, 
people identified themselves by their functional role in an efficient sequence of 
production. Schools did not prepare most adults to think critically, creatively or 
holistically. Instead, they honored empirical and rational approaches that 
privilege materialism and individual autonomy, but only for those with authority 
or means” (1996, p. 159). 
• Mainstream: Researchers Grant and Ladson-Billings define mainstream as, 
“The term has been a loose reference to a demographic majority that is the 
European American majority, (about 75% of the total population) which 
presumably shares a common culture. This demographic definition of 
mainstream will no longer suffice since there are people of every racial and 
ethnic identity who exhibit cultural features in common with persons of White 
ancestry” (1997, p. 163). 
• Multicultural Education: According to Professor Sonia Nieto of the University 
of Massachusetts, “Multicultural education is a process of comprehensive school 
reform and basic education for all students. It challenges and rejects racism and 
other forms of discrimination in schools and society and accepts and affirms the 
pluralism (ethnic, racial, linguistic, religious, economic, and gender among 
others) that students, their communities, and teachers represent. Multicultural 
education permeates the curriculum and instructional strategies used in school. 
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as well as the interactions among teachers, students, and parents, and the very 
way that schools conceptualize the nature of teaching and learning. Because it 
uses critical pedagogy as its underlying philosophy and focuses on knowledge, 
reflection, and action (praxis) as the basis for social change, multicultural 
education promotes the democratic principles of social justice. The seven basic 
characteristics of multicultural education in this definition are that Multicultural 
education is antiracist education, basic education, important for all students, 
pervasive, education for social justice, a process and is critical pedagogy” (1996, 
p. 307-308). 
• Multiple Intelligence Theory: The theory of multiple intelligences was 
developed as an account of human cognition that can be subjected to empirical 
test. The seven intelligences are logical-mathematical, linguistic, spatial, bodily 
kinesthetic, musical, intrapersonal, and interpersonal as developed by Howard 
Gardner. Gardner states, “Since all intelligences are part of the human genetic 
heritage, at some basic level each intelligence is manifested universally, 
independent of education and cultural support. Exceptional populations aside 
for the moment, all humans posses certain core abilities in each of the 
intelligences” (1993, p. 27-28). 
• National Service: According to the report of the Commission on National and 
Community Service national service refers to, “service that represents a major 
life-commitment—roughly, a year or more of full-time service, or its equivalent 
in part-time service over a longer period” (1993, p. xv). 
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Community Service Learning: 
Is the use of service as one of several integrated methods of learning core 
curriculum. Community service learning does not mean that learning is 
occurring just because a student is engaged in service. Community service 
learning involves learning goals and purposeful activities followed by 
some assessment of what has been learned. (StarServe Foundation, 1993) 
• Socially Constructed Identity: Researchers Jones and Maloy state that socially 
constructed identity refers to, “Family values, in-group lifestyles, academic 
disciplines, occupational norms, and national beliefs are constructed through 
repeated interactions. In turn those categories shape our daily practices. Culture 
follows from a natural human activity of “making sense” of one’s “experiences” 
(1996, p. 223). 
• Tracking: According to researcher and educator Jeannie Oakes, 
Tracking is a sorting of students that has certain predictable 
characteristics. First, students are identified in a rather public way as to 
their intellectual capabilities and accomplishments and separated into a 
hierarchical system of groups for instruction. Second, these groups are 
labeled quite openly and characterized in the minds of teachers and others 
as being a certain type- high ability, low achieving, slow, average, and so 
on. Clearly these groups are not equally valued in the school. (1985, p. 3) 
Tracking, as noted, like many practices in schools, emerged as a solution 
to a specific set of educational and social problems at a particular time in 
history... the practice of tracking has become traditional. (1985, p.15) 
• Untracking: According to educator Anne Wheelock, untracking is: 
Replacing the grouping of students with mixed ability classrooms. These 
group changes are made in tandem with shifts in curriculum, teaching 
approaches, and assessment strategies designed to enhance learning for 
more diverse groups of students. (1992, p. 7) 
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Significance of the Study 
Educators and education reformers recognize that the K-12 student population is 
quickly becoming more and more diverse and the teacher population is not growing as 
fast culturally and diversely. When researching the problem of attracting more college 
students of color into careers in education, community service learning comes to the 
forefront of the list of possible problem solving mechanisms. Accordingly, it is 
important to investigate how community service learning through tutoring maybe the 
link to many career choices. 
This study is significant because it adds to our understanding of experiences of 
students of color in an area that is not that widely known. In addition, this study has the 
potential to generate information for the recruitment and retention of teachers of color 
and possibly to identify new information about the recipients of such services. On a 
more global perspective, the information obtained from this study may be potentially 
useful to community service organizations, college and universities, public and private 
schools, local, state, and federal governments internationally. 
About the Researcher 
When I began my doctoral program at the University of Massachusetts, I did not 
truly recognize myself as an educator or even as a person who had valuable information 
to share with students; I saw myself as a student and a lifelong learner. During my 
undergraduate matriculation, I wanted to be a lawyer; make lots of money; and live a 
life of happiness and luxury. I did not even visualize becoming an educator. What 
changed my mind was exposure to this new experience. 
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Growing up as a “person of color,” I was not rewarded for the knowledge I 
brought to the classroom. My classroom instruction and experiences were based on 
textbook theory and teacher focused lectures. There were few illustrations in the 
textbooks that I could relate to and the assigned reading did not reflect my life, my 
family, my background, or my future. The classroom environment did not support or 
encompass a perspective that I could relate to as a Black person; I did not belong and 
my perspective did not matter. This message came early in life. I knew that some of 
my teachers and some of the other students did not like me, based solely on the color of 
my skin, although I did not want to admit it or except it. As Ralph Ellison (1947) stated 
in Invisible Mam 
I am invisible, understand, simply because people refuse to see me. Like 
the bodiless heads you see sometimes in circus sideshows, it is as though I 
have been surrounded by mirrors and distorted glass. When they approach 
me they see only my surroundings, themselves, or figments of their 
imagination indeed, everything and anything except me. (p. 3) 
In this way social patterns of white racism have shaped who I am, how I view the world 
and how the world views me. My race is central to my socially constructed identity and 
reality. 
Discussions of race and racism issues are difficult and delicate under any 
circumstances, and the classroom is no exception. It is unusual for teachers to address 
racial issues because often there is a fear of offending or causing alienation and most of 
all controversy in the school environment. Often the discussions of race and racism are 
left as a reaction to a crisis situation. The hesitancy of educators to address this issue 
and to teach race-related issues has to do with their lack of experience-based 
knowledge. Although teachers of color may be more vested, they are not necessarily 
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more likely than their white counterparts to have a firm grasp of the issues or how to 
deal with racial topics or themes in the classroom. 
Since the noting of race begins as early as elementary school, anti-racist 
education needs to take place in this stage in a child’s education. As a child 
matriculates to middle school and high school, positive racial understanding must be 
reinforced. Teachers should begin working on race-relations with the support of school 
administration using knowledge obtained through professional development. As anti¬ 
racist educator, Sonia Nieto (2000) stated: 
To be anti-racist also means to work affirmatively to combat racism. It 
means making antiracism and anti-discrimination explicit parts of the 
curriculum and teaching young people skills in confronting racism. It also 
means that we must not isolate or punish students for naming racism when 
they see it, but instead respect them for doing so. If developing productive 
and critical citizens for a democratic society is one of the fundamental 
goals of public education, anti-racist behaviors can help to meet that 
objective, (p. 307) 
The discovery, recognition, and understanding of bias, prejudice and racist 
behavior can be a starting point for teachers to recognize how it affects them and the 
students in the learning process, and in the learning environment. As an educator that 
supports anti-racist education, I was surprised to realize that it was not until I entered 
graduate school, that I was introduced to the ideal of gender-fair education as an 
essential tutee to anti-racist teaching practices. 
Myra and David Sadker (1994) offer a powerful statement when they say, 
% 
% 
.. .while the record of racial injustice is at the forefront of our national 
conscience, history books still do not tell the story of profound sexism in 
school. Few people realize that today’s girls continue a three hundred 
year-old struggle for full participation in America’s educational system. 
(P 15) 
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Prior to attending graduate school, I did not link the possibility of school failure with 
gender issues. In my reality, issues of race have presented themselves as the focus of 
discrimination. It was not until I participated in a Social Studies methods course, that I 
was challenged to incorporate lessons for the inclusion of women. I found this 
assignment in the methods course, challenging, compelling, and ultimately one of the 
most influential experiences in my teaching career. The result of taking this course was 
my search of self-discovery: of myself as a woman and as a woman of color. I learned 
many things during this time but these five items encompass most of my overall 
realizations: 
■ My disinterest in math and science was related to my gender; 
■ I had not entertained the possibility that my low math test score had anything to do 
with my gender; 
■ I did not know that why my teachers did not call on me in class might have been 
related to my gender; 
■ I entered school as a gifted and talented student and left high school as an 
underachiever, not realizing that this might have a connection to my gender; 
■ Lastly, I did not understand that sexist remarks were offensive, because they were 
naturally a part of the classroom and social environment. 
Interestingly enough, my experience is typical, since many women and girls 
have these types of experiences on a daily basis. My self-discovery has helped to bring 
parts of my educational experiences into focus; I am now able to teach students to be 
aware of the issues girls and women face in education and in society. I brought the 
emerging insights about the dynamics of race and gender into my teaching experience 
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for a K-12 and adult learning tutoring project at the University of Massachusetts, 
Amherst. 
As project coordinator and section leader of the TEAMS Project (Tutoring 
Enrichment Assistance Models with Schools), I provided oversight, managed volunteer 
staff and instructed the course with this tutoring project for two years. TEAMS is an 
example of a project that involves a local community and it is representative of a 
powerful learning and teaching tool. During the two years I was involved with the 
project, I facilitated the course, “Tutoring in Schools.” Tutors in this section of the 
class worked with two local high schools; an alternative education job corps center; and 
other non-traditional education programs, which served diverse youth. The TEAMS 
project held weekly seminars, where dialogue took place in order to seek, answer, 
resolve and reconcile issues related to inequitable education. During these seminars, 
students were asked to examine the oppression of people of color, their significant 
contributions, and their continued struggles for equal education. In my teaching, I used 
multiculturalism and multiracialism as a catalyst for dialogue, class activities, and in 
reading to equalize opportunities for all students regardless of their cultural or linguistic 
identity. The goal of the program was to create an environment where tutors and tutees 
could effectively learn, develop a sense of social concern, and work together to bring 
about a constructive change. 
As a result of my rich teaching, technical research and learning experiences I 
became qualified to research and to provide a useful commentary for programs or others 
who are experiencing community service and its impact on the service providers and 
their career choices. Moreover, through my participation as a project manager for a 
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tutoring project, I cannot help but to have certain presumptions regarding the impact of 
community service tutoring on career choices and how it impacts student’s perceptions 
about themselves. Through this research study, I believe I have had the opportunity to 
observe what is most powerful about having college students of color tutor others. 
Tutoring is one of the few times that these students have the power to shape the 
educational experiences of another person. Students of color may transform their 
educational experiences into one where they may see themselves as empowered and as 
making a difference for children and adults. As we are able to finally examine the 
connections of college and university students of color between their community 
service tutoring experiences and their perceptions about education, we will discover 
important information to help guide those who are concerned with education and equity 
into the realities of the 21st century. 
CHAPTER 2 
REVIEW OF RELATED LITERATURE 
Introduction 
The literature review takes a focused look at the broad topic of community 
service and community service learning in higher education in the past decade. The 
1990s have been a time of great change in the area of community service. Volunteerism 
among college students has received considerable publicity and many schools offer 
academic credit for service activities. Colleges now include community service as a 
regular feature of either required or elective courses. The number of articles written on 
this topic number in the hundreds every year. 
Rather than try to provide a comprehensive look at this literature this review 
focuses on a relatively less researched aspect of the community service movement in 
higher education — the experiences of students of color in community service tutoring. 
This review begins with some basic information about community service by college 
and university students in the United States since the formation of the Corporation for 
National Service in the early 1990s. 
Next, this review summarizes the results of the RAND Corporation and 
Brandeis University reports on Learn and Serve America programs over the past several 
years with particular attention to the impact of community service on the college 
% 
% 
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students who provide the service. Data on racial and ethnic impact will be noted. 
After setting the context for service activities among college student, the review 
examines critical perspectives; this section highlights some of the major criticisms of 
community service learning as an educational reform approach. 
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Finally, this review examines tutoring as a specific form of community service 
that is often performed by college students and its potential for interesting college 
students in teaching as a career. 
The Corporation for National Service and the 
Development of Community Service Learning 
In 1990, Congress passed the National and Community Service Act; this act 
authorized a creation of the Commission for National Service (CNCS) governed by a 
bipartisan 21-member board of directors. The passing of this act recognized the 
importance of the renewal of civic responsibility in the United States. Congress 
appropriated $75 million for fiscal year 1992. The Commission was responsible for 
making grants in four areas, which included K-12 schools, higher education, youth 
corps, and national service models. During the first year 154 grants were awarded from 
the 388 applications, the awards totaled $63 million in these four grant areas (1993, p. 
xiv). 
The Commission committed 25% of its grants or 5.6 million to higher 
education; while K-12 grants received 75% of the educational funds. According to the 
Commission, this distribution equation was based on the higher number of youth in 
elementary and secondary school, which exceeded those students in institutions of 
higher education. In addition, the Commission felt that colleges and universities had 
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additional funding resources. Fifty-eight grants were awarded for higher education in 
over 200 colleges and universities; and two-thirds of the funding was directed to 
collaborative programs among multiple colleges or national and state organizations that 
then distributed the funds. 
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Campus Compact is a sub-grantee, which received binding to develop state 
compacts; this is a national network of more than 300 college and university presidents 
from service-minded institutions of higher education. One of the roles of Campus 
Compact was to provide model service curricula to institutions of higher education; 
create community service programs at Historically Black Colleges and Universities 
(HBCU’s) and community colleges; as well as encourage institutions of higher 
education to develop mentoring programs. Community colleges and Indian tribes 
submitted twenty-five applications: from those three grants were awarded for a total of 
$20 thousand. Six non-profit organizations received grants totaling $90 thousand; 
twenty public colleges and universities received grants totaling $1 million; seventeen 
private colleges and universities received grants for a total of $1.3 million and the most 
funding went toward state consortiums totaling $1.6 million. 
HBCU’s, such as Spelman College and universities that were located in poor, 
urban areas such as the University of Pennsylvania were some of the most highlighted 
in the report. The report used first-person narratives and photographs of the students 
providing service for their community. Interestingly according to their documentation 
these schools were the least funded. The funding documentation is confusing, it is 
difficult to tell how many colleges and universities with a predominance of students of 
color received funding. 
In addition to the funding aspect of this report, it shares the many ways in which 
community service learning can help to reform the American higher educational system. 
From students to professors to higher education institution presidents, service activities 
are changing how students learn; how professors teach; and how presidents manage 
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colleges and universities. The Commission (1993, p. 51 - 53) had three major 
observations about the student service movement: 
1. Students learn and grow most when their community service is part of a 
structured learning experience such as reflective seminars of academic classes. 
2. College students are important visionaries and generators of the college 
community service movement and the national service movement. 
3. Colleges and universities benefit from promoting community involvement. 
The development of the Commission for National Service reminds us that 
experiential coursework can serve as reminder of lesson learned in the past. The 
observations also show that community service learning offers a meaningful way for 
college students to connect to the community and to experience the power of civic 
education. The Commission cites many examples of this with narratives from some of 
the students that have participated in programs they fund. College students are leaders 
and visionaries on their college and university campuses; many on-campus community 
service organizations were started by service-minded individuals who wanted to give 
back to the community. 
Because it [community service learning] inherently involves the 
experiences of real-world variables and constraints, good community 
service learning typifies what higher education is supposed to be about: 
exploring new terrain, subjecting one’s views to practical test, questioning, 
challenging one another to improve the level of knowledge and to put it to 
good use. It’s not just students practicing to be leaders; its students being 
leaders. (Report on CNCS, p. 53) 
The community service learning requirement in the curriculum has made a 
positive change. Community service learning is the catalyst to meet major goals of 
higher education institutions; it supports efforts to produce life-long learners through 
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the transmitting of knowledge. At its best, community service learning can help foster 
positive relationships between faculty and students. Professors are excited after getting 
good results from using community service learning as a teaching strategy. In the 1993 
CNCS report. Dr. Francis Johnston, an anthropology professor at the University of 
Pennsylvania, through his community service learning class produced two scholarly 
articles for publication from the data collected on the health status of inner- city 
children. He had never done this kind of “participatory action research,” before, but is 
now sold on it as a teaching method. “You don’t feel like you’re stealing time from 
research to do service!” he exclaims. Furthermore, Johnston says, “Every single student 
was involved in class without question. That never happens regularly” (1993, p. 54)! 
Dr. Johnston, like many professors in disciplines other than education, is seeing the 
scholarly value of community service learning. 
The Commission offers two goals to the country, a challenge for community 
service learning in higher education: 
First, most colleges and universities in the country should be offering a wide 
variety of opportunities for students to do worthwhile service in their 
communities. Second, institutions of higher education in every state and 
metropolitan are should be making substantial contributions in meeting key 
public priorities: school reform, community revitalization, and leadership 
development for the community service field. (1993, p.58-62) 
The Commission’s first goal indicates that community service learning is a valuable and 
worthwhile endeavor for college and university students; their learning experience is 
enriched. Not only do students who are service providers “reap the rewards” for their 
efforts but the community does, as well. The students are providing services that are 
needed by the community, and without them the community needs would not be met. 
“Students who do community service find their college experience greatly enriched. 
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They provide valuable service to others, and often develop insights, skills, self- 
confidence, and even career plans they would not have developed otherwise” (Report 
on CNCS, p. 58). The report suggests that colleges and universities establish 
community service centers; these centers would act as a clearinghouse for volunteers 
and for faculty who need assistance in developing courses using community service 
learning. They would also help to create new community service learning opportunities 
and help develop leadership that is structured for the students. The Commission 
envisioned three possible funding strategies: (1) institutions of higher education 
themselves, because they have a variety of sources available; (2) Congressional 
appropriations, adding funding to the National Community Service Act to give to 
institutions for the creation of these centers; or (3) Federal work-study funds. The 
Commission found the ideal of using work-study funds the most viable source of 
funding. 
The second goal/challenge of meeting key public priorities such as school 
reform, community revitalization and leadership development were addressed to higher 
education institutions because they are able to make a major impact and contribution in 
these areas. The Commission’s ideal of school reform is if every college student 
mentors/tutors in schools then, every single kid who is at-risk could benefit from the 
personalized attention. The Commission also noted that this assistance could give 
teachers the extra help they need in the classroom and it also explained how institutions 
of higher education could make a substantial contribution to the community this way. 
Additionally, partnerships between institutions of higher education and community 
groups were cited as connections with meeting public priorities. Finally, examples of 
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how leadership could be developed through institutions of higher education (such as 
service centers, structured community service learning programs, and summer 
internship) were cited as ways to provide a clear route to leadership opportunities. 
The Commission found that it was essential to build community service learning 
into teacher training programs designed to meet the needs of the next generation of 
teachers. They noted that few institutions of higher education had included community 
service learning as a substantial part of their teacher education programs. Upon 
recognition of this, the Commission funded experimental programs in the area of 
teacher training in the following: Clark Atlanta University, Temple, and Stanford’s 
School of Education. 
Organizations such as the Campus Outreach Opportunity League (COOL), a 
national student community service organization, received discretionary funding to 
support programs like Road Scholars on campuses nationwide. Road Scholars is a way 
to provide nationwide support and technical assistance for college and university 
campuses. In addition. Road Scholars assist community service programs diversify the 
socio-economic and ethnic composition of the campus service movement (Report on 
CNCS, p. 57). 
Community service learning programs can also help pay for student’s education. 
Since many students from low-income families face financial barriers in paying for 
college, some service programs address this problem by paying students in exchange for 
service. Service for college credits is another way to help take away barriers, especially 
for the “new majority” student. As the CNCS defines them, they are the “new 
majority—older, working, often part-time, and often with dependents “(1993, p. 60). 
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With the changing demographics of college students, integrating course studies with 
service offers a possibility of helping to create an experience that can turn into a future 
career. Colleges and universities that integrate courses with service may attract college 
students into careers, that they may not have chosen without having a chance to 
experience them first-hand. 
Major Reports About Community Service Learning 
Since 1993 and 1994, researchers in the community service learning arena have 
devoted considerable time to assessing the impact of service on both those who serve 
and those who are served. These reports offers insights about developing community 
service learning in higher education and the funding outlook for institutions of higher 
education. 
The RAND Report (1993-19961 
Learn and Serve America Higher Education (LSAHE) is a community service 
initiative, which emphasizes the link between service and academic learning by 
encouraging undergraduate and graduate students to serve as unpaid volunteers in 
community service efforts. In fiscal year 1995, which was the first year of operation for 
LSAHE, the Commission for National Service (CNS) awarded $9.5 million to 116 
LSAHE grantees in higher education institutions and community organizations, in order 
to meet program objectives. The objectives of LSAHE are: (1) serve the educational, 
health related, public safety, and environmental needs of communities; (2) enhance 
students’ academic learning; and to (3) build organizational support for service within 
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higher education and community-based organizations. Programs focused on any or all 
of the four priority areas of service established by CNS: education, human needs, public 
safety, and environment (1996, p. ix- 1). 
The RAND study examined the impact of community service on service 
recipients, institutions, and student volunteers. The impact on student volunteers was 
most relevant in relation to studying the perceptions of students of color toward 
Community service learning (CSL) tutoring. The researchers of the Higher Education 
Research Institute at UCLA designed the research study to encompass both a 
longitudinal and cross-section comparison (1996, p. 43). The evaluation included a 
combination of qualitative and quantitative methods of data disclosure. The 
presentation of the evaluation did not share the “voices” of the participants making it 
difficult to understand whether or not they felt that participation in service activities had 
really impacted them. The evaluation took a very personal field such as community 
service and made it impersonal by using statistics to report findings. 
The most salient portion of the RAND study to consider is that most community 
service and community service learning was performed in the following areas of 
educational services; 1) school readiness; 2) school success; and 3) literacy. 
Exceptionally high were the statistics of (63.9% of 2,309) service participants engaged 
in educational services such as CSL. I found several positive attributes of this study. 
% 
The study confirms that people in general are interested in helping youth to succeed in 
schools, feeling that they can mentor, role model and assist in other ways. “The most 
popular service activity was tutoring or teaching” (1996, p.46). 
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The alarming part of the RAND study is the invisibility of the voices of students 
of color. The report makes an assumption that many of the college service providers 
participating are white, middle-class women. The language of the report revealed this 
information and the demography of the college service providers seemed to be the least 
discussed for some reason. Phrases such as, “participants also had more confidence in 
their leadership abilities, were more likely to be women, and were less likely than non¬ 
participants to attend college in order to make more money” (1996, p. 44). This 
information clarified that participants were different than non-participants when they 
come to college. 
The RAND study examined race as a community service area of civic 
responsibility and housed it as a question of “promoting racial understanding.” 
Statistically, “promoting racial understanding” rated 53.1% out of 2,309 participants 
while non-participants rated 42.6% out of 1,141 students. Participants rated their 
commitment to “helping other’s in difficulty” as 78.9% of their motivation while non¬ 
participants rated it as 68.2% (1996, p. 51). Does this show that the providers really 
wanted to help others in difficulty, not realizing that part of the difficulty often is 
surrounding race, culture and gender identity? And, on the other hand, the responses 
for “promoting racial understanding” seemed low in comparison to the responses for 
“other’s in difficulty” which, by promoting racial understanding, might solve some of 
the “other’s difficulties.” : * 
Issues of race, ethnicity, culture and gender identity were not a major focus of 
the RAND Report beyond the statistics cited above. This poses a question about why 
this information was not included and how would it affects the LSAHE programs if it 
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had been? Understanding that this information is not included in the RAND study 
opens the door to studying students of color who volunteer in community service 
projects. 
Brandeis University Report 0994-19971 
From 1994-1997, Brandeis University’s Center for Human Resources and ABT 
Associates Inc. conducted an evaluation of the National Learn and Serve and 
Community-Based Programs. The evaluation was designed to address four areas or 
fundamental questions: 
■ What is the impact of program participation on program participants? 
■ What are the institutional impacts of Learn and Serve programs on participating 
schools? 
■ What impacts do Learn and Serve programs have on their communities? 
■ What is the return (in terms of dollars) on the Learn and Serve investment? 
Unlike the RAND study, this report does not examine college and university 
students. To address specific issues an evaluation was conducted that examined Learn 
and Serve programs in seventeen middle schools and high schools across the country. 
A variety of qualitative and quantitative methods were used. The Brandeis’ goal and 
purpose was to understand the impact and the financial return of the Learn and Serve 
programs. The results or key findings were gathered over a three-year period. 
The results are as follows. 
■ Program participants showed positive short-term impacts on a range of civic and 
educational attitudes and behaviors. 
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■ Participant assessments of their program experience were very positive. 
■ The results from the follow-up study indicated that many of the positive impacts 
faded over time. 
■ The Learn and Serve programs benefited their communities. 
■ Learn and Serve participants provided nearly $4 in service for every $1 spent on 
the program. 
■ Learn and Serve programs were somewhat less effective as vehicles of large- 
scale educational change.” 
The implications on policy and practice from this evaluation are as follows: 
■ “Well-designed” programs suggest that program quality make a difference, and 
fully implemented programs have a high impact on the participants and the 
community. 
■ Grants as vehicles for institutional change need to have a clear-cut set of goals 
and expectations for the integration of service into schools and the curriculum. 
■ The evaluations suggest the need for continued research on the long term and 
cumulative impact of community service learning; in order to reveal how 
schools can structure their programs to have an extended impact on the students 
and the communities. 
Overall, it was the perspective of the researchers that this study made a strong 
case for the effectiveness of well-designed community service learning programs. 
Additionally, this evaluation supports the Learn and Serve programs of the future 
because it “lays” the foundation for policy work that will support, strengthen, and 
expand Learn and Serve programs. 
31 
Vanderbilt University Report 0993-1999) 
The publication. At a Glance: What We Know About the Effects of Community 
Service Learning on Students. Faculty. Institutions and Communities. 1993-1999. 
summarizes the finding of community service learning research in higher education 
from 1993-1999. This report reflects the research that examines the effects of 
community service learning on students, faculty, institutions and communities. A 
literature review was performed and the scope yielded national, regional and single 
studies that focused on the following: 1) personal, learning, social, institutional, 
community and career developmental outcomes; and, how program characteristics 
affect these outcomes. 
The effect of community service learning on students provided the following 
information about personal outcomes: 
■ Community service learning had a positive effect on student personal 
development such as a sense of personal efficacy, identity, spiritual growth, and 
moral development. 
■ Additionally, community service learning has a positive effect on interpersonal 
development and the ability to work well with others, leadership and 
communication skills. 
The review expressed four social outcomes that community service learning provided: 
■ Community service learning has a positive effect on reducing stereotypes and 
facilitating cultural and racial understanding. 
■ Community service learning has a positive effect on sense of social 
responsibility and citizenship skills. 
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■ Community service learning has a positive effect on commitment to service. 
■ Volunteer service in college is associated with involvement in community 
service after graduation. 
Community service learning affected learning outcomes in four ways: 
■ Students or faculty reported that community service learning has a positive 
impact of students’ academic learning. 
■ Students or faculty reported that community service learning improves students’ 
ability to apply what they have learned to the “real world.” 
■ The impact of community service learning on students academic learning as 
measured by grades is mixed; some show positive impact while other studies 
show no difference between community service learning and non-service control 
groups. 
■ Community service learning participation has an impact on such academic 
outcomes as demonstrated complexity of understanding, problem analysis, 
critical thinking and cognitive development. 
The literature search provided information that showed community service 
learning contributes to career development. Additionally, the literature review 
furnished three results on community service learning and its relationship with 
institutions: 
■ Students engaged in community service learning report stronger faculty 
relationships than those who are not involved in community service learning. 
■ Community service learning improved student satisfaction with college 
■ Students engaged in community service learning are more likely to graduate. 
Part two of this review discussed what is known about the effects of particular 
program characteristics on students. The areas covered were: 1) placement quality; 2) 
reflection; 3) application of service; 4) duration and intensity of service; 5) exposure to 
diversity; and, 6) community voice. 
■ Placement quality has a positive impact on student personal and interpersonal 
outcomes. 
■ Written and discussion reflection has an impact on student learning outcomes. 
■ Application of service to academic content and vice versa has an impact on 
students, particularly learning outcomes. 
■ The duration and intensity of service have an impact on student outcomes. 
■ Diversity has an impact on students, particularly personal outcomes of personal 
development and on cultural understanding. 
■ Community voice in a community service learning project has an impact on 
student cultural understanding. 
Part three of this literature review revealed what is known about the impact of 
community service learning on faculty: 
■ Faculty using community service learning report satisfaction with the quality of 
student learning. 
■ Faculty using community service learning report commitment to research. 
■ Faculty reported a lack of resources as barriers to providing nature of 
community service learning. 
■ Faculty increasingly integrate community service learning into courses. 
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Part four specifies what is known about the impact of community service 
learning on colleges and universities: 
■ Colleges and universities report institutional commitment to community service 
learning curriculum. 
■ Colleges and universities report availability of community service learning 
programs. 
■ Few colleges and universities require community service learning in the 
academic core. 
■ Community service affects student retention. 
■ Institutions report enhanced community relations. 
Lastly, part five shows the impact of community service learning on 
communities. Part five of the report shows that communities have satisfaction with 
student participation; community service learning provides useful service within 
communities; and communities report that community service learning enhances 
community — university relations. 
University of Minnesota Report 0998) 
Robert Shumer, Ph.D., examined the move to grant K-12 students credit for 
participating in community service learning activities and counting their service towards 
graduation requirements. Three universities were utilized to conduct this study; they 
were the Universities of Minnesota and Massachusetts (Amherst) and Clemson 
University. These universities had previously been involved with gathering information 
on how school systems award credit for community service learning. All three 
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universities developed an instrument to survey school districts within their regions and 
conducted follow-up interviews with school personnel who were directly involved in 
awarding credit for service. 
The data derived from six multiple response questions dealing with issues of 
awarding credit and three open-ended questions that focused on criteria for credit and 
problems/concems resulting from attempts to award credit. Review information relative 
to colleges and universities was as follows: 
■ 72% of the respondents reported that community service learning was organized 
by school-wide programs. 
■ 48% respondents reported that community service learning offering were 
organized through individual classes. 
One of the most important questions focused on who determines the value of the service 
experience in the credit awarding process. 
■ 30% said only teachers determine the value. 
■ 45% reported that teachers, staff, and students were involved in evaluating credit 
worthiness. 
■ 7% of the respondents said non-teaching staff; while, 
■ 17% of the studies participants reported that others, such as school boards, 
determined criteria for awarding credit (Report, p. 9). 
These statistics suggest that a majority of the programs and school districts have 
teachers in conjunction with students assessing the value of the learning and 
determining credit issued for the learning. Another valuable insight on credit awards 
was determined by examining the way criteria for the credibility of service work was 
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established. The primary criterion for awarding credit was the hours (time as used to 
determine credit), spent both outside of and within the classroom. One-third of the 
respondents reported that learning associated with class was the suitable criteria for 
awarding credit. Additional issues were raised as to who determines the criteria for 
awarding credit for service. The results were as follows: 
■ 53% if the decisions were made by teachers 
■ 32% of the decisions were made by the school administrators 
■ 17% of the decision were made by students 
■ 13% were made by school boards 
■ 7% were determined by parents. (Report, p. 10). 
It is apparent that teachers helped determine the educational value of community 
service, with administrators acknowledged as participants in the process. It was noted 
that in some cases, students and parents were able to pass judgment on the value of the 
service activities. Yet, professional educators retained the right to determine the 
educational suitability of any community service activity. 
Respondents were asked to describe three or four things that they looked for in 
awarding credit for service. Their responses were summarized as follows (pp. 15-18): 
■ The most frequently mentioned criterion was time or hours spent on the 
initiative. This is similar to how classroom credit is awarded. Community 
service learning credit seems to be awarded using time spent in the community 
and in processing the community experiences as one of the more important 
factors in determining completion. 
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■ The second most frequent factor in awarding credit was student self-evaluation. 
The respondents felt that it was critical for the students to be involved in the 
evaluation process; thus critical in determining what was actually learned from 
the community service learning experience. Individual evaluation is one of the 
most effective ways to measure student success, growth and understanding. 
■ The third frequently mentioned factor for determining credit was the existence 
of a reflective component. The responses ranged form reflecting on the 
experience to thinking about the quality of the experience. Overall, the criteria 
valued was all about the factors and variables that connected learning with the 
doing; making the mental relationships between the service and the learning. 
■ The fourth criterion used to measure the worthiness of awarding credit was 
expressed as outcomes and or products of the effort. The range was from 
changes in the perceptions and understandings of students and changes in the 
community to meeting one’s goals and objectives. This could be measured 
through pre/post test scenarios as described by a teacher respondent. 
This study also reflected the concerns and problems the participants faced with 
awarding credit for service. 
■ The definition of community service learning and conveying what is meant by 
the term to others. This was concern because teachers give credit for some 
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service when others thought the program was not community service learning. 
Thus, there was a fear this would impair the image of experiential learning 
programs, which were trying to ensure there was “legitimate learning” taking 
place, worthy of academic credit. 
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■ Issues of quality control: community members, who have little training on how 
to assess service and learning, were the source of provided feedback on the kind 
and quality of worked and learning done by students through their service 
experiences. 
■ Documentation of work was an issue related to quality control. On occasion 
students did not keep journals or portfolios as written products of their service 
activities; thus, making it difficult for teachers and/or students to pass judgment 
in a systematic way on the value of the service or the learning associated with it. 
■ Community service learning credit not counting for college entrance or on grade 
point averages. Courses using community service learning were often 
considered elective classes and did not qualify as a “real” class. This was 
quantified by saying that the skills and knowledge required for physics, English 
and government were different and more difficult than anything learned by 
doing or through personal experience. 
■ Transportation and liability were common barriers, which hindered service 
programs from being offered to all students, especially those without 
transportation. Often community service learning programs were optional 
because of transportation and liability, “potential risks” while personnel did not 
have direct control over the student’s conduct. 
Additional concerns were reflected in regard to safety and age-appropriateness 
of the community service. Activities needed to be suitable for the age level of the 
students, especially in the elementary grades. There was concern for proper staff 
development, especially helping teachers to establish the link between community 
service learning and determining academic credit. Not all teachers knew how to grade 
consistently to award credit. Participants wondered how to use state graduation 
standard frameworks that could be integrated into the credit process. The primary 
concern was how the two issues of community service learning and graduation 
standards were going to be addressed. 
National Community Service Learning Clearinghouse Report: The Status of 
Community Service Learning in the United States 0999) 
A report by the National Community service learning Clearinghouse looked at 
the growth of community service learning from 1984 to 1997. Shumer and Cook (1999) 
studied the status of community service because of its growth from a small part in 
education to an important and large role in education today. Based on their research on 
college and university participation in community service the following is a statistical 
summation of their findings: 
■ There are more than 6.7 million students in public and private 4 year institutions 
of higher education 
■ Over 1.5 million students participate in community service learning at private 
institutions of higher education. 
■ Over 350,000 students participate in community service learning at public 
institutions of higher education. 
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■ 800,000 students are involved in community service learning participate in 
institutions that are members of Campus Compact (Report, p. 3). 
Community service has grown monumentally over the past fifteen years. This growth 
seems to have taken place after the enactment of federal legislation support and the 
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CNS funding and promoting community service learning (Shumer & Cook, 1999, p. 3). 
Simply, community service is here to stay. 
Critical Perspectives in Community Service Learning 
The terms “community service” and “service learning” have become familiar 
parts of the present-day educational vocabulary. Community Service involves active 
participation in activities that meet people’s need; for example, tutoring in schools, 
neighborhood cleanups, food and clothing drives for the needy, flood and disaster relief, 
mentoring younger children, transportation for senior citizens, and after-school 
recreation programs for adolescents. According to Learn and Serve America’s monthly 
report in 1996, more than 93 million adults reported volunteering in the community 
(1996, p.5). 
“Service learning,” also called Community Service Learning (CSL), by contrast, 
as defined by the National Service-Learning Clearinghouse (NSLC) 
...combines service objectives with learning objectives with the intent that 
the activity change both the recipient and the provider of the service. This 
is accomplished by combining service tasks with structured opportunities 
that link the task to self-reflection, self-discovery, and the acquisition and 
comprehension of values, skills, and knowledge content, (para. 4) 
The educational benefits are enormous. Students learn experientially while actively 
engaging in purposeful, real-world activities. Students care about their community 
work, and they form connections between theory and practice that are difficult to 
achieve using only textbook study and classroom lectures. By providing service and 
reflecting on their work, students’ experiences become intensely real to them. When 
that happens all forms of learning are possible. Importantly, the terms, facts, equations, 
41 
and skills of traditional academic content can be incorporated and taught within 
meaningful service learning activities. 
Serving others also has the power to transform how one sees and acts in the 
world. As psychiatrist Robert Coles observes in his book. The Call of Service. 
individuals learn to constantly reevaluate what is happening when we “put ourselves in 
situations where we straddle our ‘regular’ world and a world we ‘visit’” (1993, p. xvi, 
xvii). Coles uses the example of Ruth Ann, a 4th grader he met while volunteering as a 
language arts teacher in a school in Cambridge, Massachusetts. “It’s nice that some of 
you folks come here to volunteer,” he quotes her saying, “and we’ll try to tell you 
everything we know.” Ruth Ann’s message was bluntly clear: you may have something 
to teach me, but I have much to teach you too. 
Coles was moved by the child’s comment. Many times people define service in 
terms of the help that they give others. Here was an eloquent reminder that service also 
provides “the chance to learn not only from other but about them.” When you serve, 
you become part of what you serve. Relationships and responsibilities run both ways— 
from server to served and from served to server. College students are serving and 
learning; without this sense of reciprocity and equality, the situation has the potential 
for becoming more harmful than helpful to all concerned. A similar point is true about 
tutoring in schools. Educational learning does not just flow just one way. College 
students find ways to build connections and to learn from the children they tutor by 
honoring and respecting what those students know; have experienced; and want to share 
with others. 
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Researcher Robert A. Rhoades of Michigan State University has completed over 
six years of research on college students’ participation in community service. Rhoades 
argues for a tradition of “critical community service” (1997, p. 219) when approaching 
issues of reciprocity and mutuality. In critical community service, service learners not 
only respond to pressing community problems, but also seek to understand the sources 
of those problems within existing social and economic structures. A voter registration 
drive, for example, extends participation in the electoral process to more citizens, but 
also needs to ask questions about how money and media influence political decision¬ 
making. Similarly, working with seniors in an elderly housing facility must involve 
care to people and recognition of how many older Americans become isolated from the 
mainstream of community social life. 
“As students examine social, economic, and political issues more deeply in 
context of service,” says Rhoades, “they begin to rethink their own ideas and values in 
light of the experiences of others.” Herein lies a key educational purpose of service—it 
challenges how students see the world while connecting them “to an active and change- 
oriented vision of education” (1997, p. 219). This puts college students in tutoring 
outreach projects in a position to create the same dynamics within their tutoring 
environments. The goal, personally and educationally, is to build an “ethic of caring” 
that will transform tutoring in school classrooms by linking theories and experiences in 
ways that affirm progressive change. Rhoades explores community service through a 
feminist ethic of care. His argument is that by utilizing community service as a vehicle 
the ethic of care can be fostered and advanced in communities. Understanding this 
43 
process as it is associated with community service can shed light on restructuring higher 
learning (1997, p.2). 
Rhodes chose to use the feminist perspective because it seems to relate to his 
personal issues of being oppressed by class. Additionally, Rhoades also chose to utilize 
the “voice” of his participants in a qualitative manner to disclose his findings. 
Rhoades spent six years researching and participating in community service 
activities conducted in conjunctions with three universities: Pennsylvania State 
University, The University of South Carolina, and Michigan State University. The 
study included community service initiatives ranging from week-long intensive projects 
to on-going student service projects in local communities or states in which the three 
universities were located. Rhoades’ role within the study was active participation as a 
volunteer and at some points he assumed the role of a staff supervisor and at other times 
he was a graduate student volunteer with limited responsibility (1997, p. 30-31). 
Rhoades used the method of natural inquiry to study the group of students in the 
social context of community service. The strategies Rhoades used for data collection 
were informal and formal interviews, surveys, and participant observation and 
document analysis. The principal source of data came from the students journal of their 
experiences in their respective community service project (1997, p. 30-32). 
Over the six years of conducting a naturalistic inquiry Rhoades worked with 
many student populations. One hundred and eight (108) students participated in the 
interviews; sixty-six (66) students completed open-ended surveys; and, Rhoades 
observed two hundred (200) students. Ninety (90%) percent of the students in the study 
were undergraduates and ten (10%) percent graduate students; eighty (80%) percent of 
44 
the undergraduates were traditional age college students ranging from 18-23 years of 
age. Females made up sixty (60%) percent of the sample population and the vast 
majority of overall population was white. The largest minority population was African 
American, who represented 8-10 % of the overall group (1997, p. 32). 
In analyzing the data collected, Rhoades used a kind of cultural analysis that he 
studied from researchers Rosaldo and Geertz. He quotes Geertz by stating, “Such a 
process involves guessing of meanings, assessing the guesses, and drawing explanatory 
conclusions from the better guesses.” Rhoades then adds the argument of Rosaldo by 
stating, “cultural (ethnography) is more about making the familiar strange and the 
strange familiar than it is about uncovering the brute timeless facts of nature” (Rhoades, 
1997; Geertz, 1973 & Rosaldo, 1989). This, basically, is the art of making sense of 
how others make sense. 
Based on Rhoades’ interpretative analysis of the data collected, there were four 
themes—outcomes (1997, p. 33): 
■ The implications of working with and in service to others helped develop the 
concept of “otherness.” 
■ The need to understand community service as a mutual activity between the 
“doer” and the “done to” developed into “mutuality” in community service. 
■ Community plays a central role in a student’s experiences of community service. 
■ There is significance in combining action and reflection as part of community 
service efforts. 
Rhoades highlighted the college student outcome of his study by coming up with these 
conclusions (1997, p. 35): 
■ How higher learning needs to reconsider the development of students as caring 
and community-oriented citizens by giving students an “out-of-class” learning 
experiences that are an extension of the classroom into the “real world ” 
■ The long-term concern for higher education faculty is the idea of developing 
students into whole persons. This is a holistic view of students, which is 
embedded in liberal education. 
■ The last outcome speaks to the issue of higher learning developing a sense of 
community-civic mindedness necessary for democracy to thrive. 
Some of my thoughts and concerns about this extraordinary study were about 
Rhoades discussion of race, ethnicity, and gender identity. Eight to ten percent of the 
students who participated in this study were African American. This was the largest 
minority represented in the study. 
Although Rhoades’ philosophy of the “ethic of care,” it is powerful and 
meaningful, it does not seem in this study to reflect a feminist point of view. Rather, 
this study seems to relate to oppression through classism. Rhoades’ experience of the 
concept “ethic of care” is really related to what he experienced as an “underprivileged” 
child. In a way, Rhoades could also relate this to the experiences of other oppressed 
groups of people, such as the minority students in the study. The big message to 
understand is that everyone needs “sensitivity” and “care” when providing community 
service to service recipients. 
By understanding that the ethic of care can be developed in the college 
classroom, by utilizing the students’ experiences in community service and discussing 
the creation of social justice is a powerful pedagogy. This presents the powerful 
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conclusion that classroom discussions and outside experiences foster equity among 
people—student providers, recipients (community) and institutions of higher education. 
Josue Gonzalez of the Teacher’s College at Columbia University studied one of 
American education’s most problematic situations, the “inability of the teacher 
education system to produce substantial numbers of teachers from racial, ethnic, and 
language minority groups, especially minorities of color” (1997, p. 56). This study 
similarly focuses on the one of the main questions of this dissertation: do students of 
color move toward careers in teaching after participating in community service 
tutoring? This study was an initiative of the Ford Foundation, which provided special 
funding through grants; with the purpose of how to increase the number of minority 
teachers and to demonstrate how colleges and universities can modify their programs to 
attract minorities to the teaching profession (1997, p. 57). Educator Josue Gonzalez 
(1993) cites a dismal picture of teaching as mostly white profession. 
While interest in teaching as a profession remains low nationwide among 
all racial and ethnic groups, there is general consensus that the lack of 
representation in the teaching ranks in most egregious for African 
Americans, Latinos, and Native Americans. (1997, p. 56) 
Gonzalez studied three groups of participants: African American, Native 
American and Latino. Dr. Gonzalez poses a single research question, “what are the 
most promising practices used by colleges of teacher education to attract and retain 
students of color?” (1997, p. 57). Similarly to researcher Robert Rhoades of Michigan 
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University, Gonzalez used the research method of naturalistic and descriptive inquiry 
and also “gives voice” to his participants, and then uses narratives to disclose the 
findings (1997, p. 56). In addition, the researcher used reiterative questions, which 
sought to clarify, confirm, and to document the perceptions of the participants. The 
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researcher combines the suggested research methods of Eiser (1994) and Guba and 
Lincoln (1981). The institutions involved in the study were: a private university in 
Southern California, a public university of South Carolina, a private college in Georgia; 
two public universities in Florida; and a community college on a Native American 
reservation, working jointly with three universities outside the reservation (1997, p. 57). 
Site visits were made to colleges that operated special programs to prepare 
minority teachers. Open-ended interviews were conducted with students, faculty and 
staff of the represented groups; these interviews took place on the six campuses during 
visits by the researcher over the course of one academic year. African American, Native 
American and Latino students, university faculty and personnel from public schools 
were interviewed and field notes and tape recordings were made. It is important to 
acknowledge this study was not created to produce a generalized “best practices” by 
making comparisons among the programs studied. The programs and populations 
studied were too diverse to allow for any other possible outcome. 
Themes and outcomes were only reported if mentioned by several participants at 
each campus and only if they were documented in project files, plans, or reports as part 
of the project design (1997, p. 57). The data collected yielded in general the following 
overall results: (1) Students had a strong preference for programs involving 
comprehensive services that address their personal as well as academic needs. These 
programs appeared to be especially well suited to the needs of the older students and 
first generation college attendees whose families have little or no prior experience with 
college life. (2) The study found high levels of satisfaction among various stakeholders 
for full-service programs or “wrap-around services” over other approaches that focused 
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solely on tutoring services and financial aid as a means to recruit and to retain minority 
students. 
The nine themes that emerged from Gonzalez’s study were as follows (1997, p. 
58-64): 
■ The Human Dimension: Students defined the significance of this quality as 
“care” or “caring,” when describing their mentor who recruited them and their 
peers in the program. As Gonzalez found the human dimension was important 
in keeping students focused on their goals. 
■ Peer Recruitment: A large enough group in this study acknowledged that peer 
recruitment was instrumental in the decision for them to apply for admission to 
the programs. Gonzalez quotes a the student perspective about peer recruiting by 
stating: 
You always hear white people say you need to go to college. 
But you never hear minority people who are making it in 
college coming into the high schools telling you know, that you 
can make the grade, and I am here to show you that I’m not 
making it all up. That’s really important. (1997, p. 58) 
Gonzalez found that peers are a notable source of attracting others into 
the teacher education programs. It has such a positive impact and it strengthens 
the student recruiter’s commitments to the programs. 
■ Early and Intense Experiences in Schools: These programs used internships, 
practicum, tutoring and fieldwork as out-of-classroom experiences. In the vision 
of the program the students with successful encounters and experiences as a 
“teacher’s aide” or “para-educator” were the preferred candidates. Interestingly 
enough this same set of experiences could be related to tutoring preformed by 
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college volunteers as a pre-service experience. This type of professional 
development, by providing guidance, nurturing and practical experiences 
allowed these students to take textbook theories and test them out. 
■ Bridging College: One project began (as early as the eighth grade) to working 
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with kids who were interested in becoming teachers by allowing them to spend 
three weeks during a summer residential program. Other colleges in the study 
began the bridging during junior and senior years in high school through field 
trips, weekend college activities and special courses. Students in this study 
articulated that they might not have aspired to earn a baccalaureate degree or to 
enter a profession without this experience. 
■ Learning to Learn: During interviews with students some felt their high school 
grades were below average, which gave them apprehensive feelings about doing 
college level school work. Some students were surprised they did so well in 
college after being involved in a pre-college remedial college course that 
instructed them in the areas of time management, test-taking skills, and critical 
thinking. This empowered the students by assisting them in becoming better 
learners. 
■ Monitoring Progress: In the most structured program, students were required 
too set monthly learning and personal growth objectives, which were monitored 
by one-on-one conferences with a professor or staff member. Other programs 
reviewed student transcripts at the end of each semester and if low marks were 
received, this was their opportunity to seek advice on how they could improve in 
other related courses. 
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Accepting Responsibility: This was noteworthy because Gonzalez recognized 
this occurred in the only the southern schools which had only the presence of 
African American students. The schools placed strong emphasis on self- 
reliance, acceptance of responsibility, and dedication. These skills were linked 
to a mutual commitment which students, staff and faculty felt were important. 
Students put in more effort when feeling supported and cared about which, in 
turn increased their sense of responsibility to others. 
Low Bureaucracy and Close Contact: Removing or lowering bureaucratic 
barriers were important aspects of the programs. The removal of a rigid college 
bureaucracy lowered the discouragement level of students. These college 
students experience racism in their daily lives and the perpetuation of 
institutional racism as well, thus by reducing the bureaucratic barriers these 
students were provided a more equitable experience similar to that of their white 
counterparts. An example the researcher uses to describe how this was done 
was through mediation. Students reported their difficulties to staff members 
with college offices, and staff members mediated between the two. Common 
problems were associated with keeping students in school, and with health and 
credit being transferred from prior college experiences. 
A Different View of Teaching: In contrast to the norm, the students in 
Gonzalez’ study reported that they regarded teaching as an “honorable” 
profession. These students were often the first in their families to attend college 
and they did not expect to get paid high salaries but many of these students 
discussed the high responsibility of being a teacher and the role within minority 
families and communities. 
Gonzalez has captured the experience of students of color seeking careers in 
education; he denoted that historically teaching has been the profession in which many 
minorities and immigrants have participated in (1997, p. 64). This study also raises the 
question as to whether any of college students studied in this dissertation felt as though 
the community service tutoring gave them “intense experiences in schools,” or “a 
different view of teaching.” These were two of the key themes Gonzalez identified as 
key for recruiting diverse students into the field of education. 
Learning About Teaching Through Tutoring 
Tutoring in schools is one of the most dynamic learning and leadership 
experiences a student can have in college. Tutoring directly involves college students 
with children, how children learn, and what children think about school, themselves, 
and life in general. For college students tutoring serves as a way to practice responses 
to situations that may arise in a classroom. For example, students who say they will not 
learn from you; students who vault ahead or lag behind depending on how the material 
is presented; students who need assistance and support beyond what teachers know how 
to provide. Plus tutoring is one of the best ways to improve student learning. 
Youngsters participating in peer, cross-age, small group, and individual tutoring show 
gains in academic performance, behavior in classes, attendance, attitudes toward school, 
and self-esteem (Herman & Stringfield, p. 116-123). 
The job description of a tutor in schools can be broad. Tutors are expected to 
provide one-on-one and small group academic assistance in mathematics, science, 
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social studies, literature, reading, and writing. Tutors also help students to improve 
study skills, organize notebooks, and manage the completion of homework and school 
assignments. In addition to assisting students academically, tutors become a role model 
for changing attitudes and expectations about higher education and the future. The 
“college connection” aspect of tutoring enriches the college student tutor’s experience 
while promoting broader understandings for everyone involved. Tutors and tutees 
interact together around goals of positive learning and learn to recognize, respect, and 
affirm differences among people. 
To accomplish educational goals, effective tutors use interpersonal skills to 
build relationships. These strategies include the following: 
Table 1: Interpersonal Skills Strategies 
■ Establishing rapport ■ Being a role model 
■ Building trust ■ Appreciating cultural differences 
■ Motivating students ■ Understanding and coping with student 
frustrations 
■ Sharing each other’s cultures 
In school and in after-school tutoring programs, tutors often work with students 
on varied academic tasks in response to their needs, concerns, and backgrounds. They 
include the following: 
Table 2: Tutors’ Areas of Work 
■ Doing homework assignments 
■ Increasing self-confidence 
■ Thinking critically 
■ Expressing themselves in class 
■ Understanding directions 
■ Working independently 
■ Understanding key ideas 
■ Building English vocabulary 
In return, college tutors make friends, learn about other cultures and more about 
their own, explore possible career options, get course credit, and gain satisfaction from 
helping others to develop their potential. 
The goal of a college tutor is to help the children, “learn how to learn.” 
Ultimately, students need to arrive at their own answers and understanding of 
assignments with assistance from a tutor. Brainstorming ways to solve problems; 
illustrating ways to understand answers to questions; clarifying directions and 
assignments; organizing notebooks and class materials; practicing difficult procedures 
or concepts; and sharing your own learning strategies are all ways that tutors can 
promote learning how to learn. 
Tutoring offers ways for college students to build their resumes while 
simultaneously examine their own assumptions about learning and teaching. The 
resume-building potential is readily apparent. Tutoring demonstrates to prospective 
employers that students have spent significant time in schools working directly with 
children. This is particularly important for young professionals who do not have a lot of 
education-related work experience to cite on their resumes. For example, a college 
student who is interested in becoming a candidate for a teaching position and has spent 
a year as a tutor in addition to completing a semester of student teaching; has a more 
extensive professional background in the eyes of many principals and school boards 
than someone who has only a semester of student teaching experience. 
The dimensions of “self-reflection” and “self-learning” in tutoring are less 
obvious, but none-the-less just as compelling. Tutors have expressed repeatedly how 
tutoring shifted their perspectives about education and made them a different kind 
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person. How are such changes possible? It is suspected the answer lies in a basic 
conundrum raised by successful tutoring. The dilemma goes like this: So many students 
who are having academic and social difficulties respond positively and perform better 
when they receive consistent support from a tutor with whom they have established 
good rapport. If academic support, diverse teaching methods, and high expectations 
from adults enable some youngsters to learn the required academic materials and 
experience more success in school, why not all students? 
In seeking to answer this puzzling question, many tutors find themselves 
questioning the organizational patterns of schools. It is a harsh reality that educational 
systems marginalize certain students. African American, Asian, Latino, and Native 
Americans face culturally biased curriculums as well as a larger societal climate of 
racism toward people of color. Girls are shortchanged in many classes, particularly in 
mathematics and the sciences. Working-class youth often have conflicts with middle- 
class values inherent in schools. Recent immigrants who speak English as a new 
language find themselves struggling to overcome barriers of culture and 
communication. Youngsters with special educational needs find it difficult to succeed 
in classrooms that do not make accommodations for diverse learning styles or for 
specific physical disabilities. Gay, lesbian, bisexual, and transgender youth encounter 
discrimination and intolerance based on perceived sexual orientation. 
» 
Tutors find that the barriers students face directly affect how those youngsters 
perform in school. They discover that labels like “underachiever,” “language minority,” 
“culturally deprived,” “slow learner,” or “different” are so destructive because they 
locate the source of educational problems within the student. These labels imply that it 
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is the person rather than the system that must change in order for success to happen. 
Tutors see that the system, too, must undergo changes so that new learning outcomes 
for students are possible. Tutors also begin to rethink their own ideas about teaching 
and learning in schools. Many tell of the strategies that they used while tutoring 
individuals, which can be modified to work with larger groups in classroom settings. 
Tutoring thrusts college students into the middle of an ongoing discussion about 
how to make sense of schools today and how to better respond to the needs of 
youngsters who are not succeeding academically or socially. The college tutor’s 
response matters greatly. Every action—even one hour of their time—has the potential 
to affect kids’ daily experiences in school. Showing a youngster how to solve a math 
problem, responding to a child’s writing positively, or participating in a read aloud of an 
exciting piece of literature to a group seems like a small event. However, these events 
may make a huge difference, because they can affect how children see themselves as 
learners and as members of the school community. The effects of college students 
tutoring tempered by an understanding of why children and adolescents have difficulties 
in school thus become a basis for new frameworks of educational success. 
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CHAPTER 3 
DESIGN AND METHODOLOGY 
Introduction 
The purpose of this study is to examine the perception of university/college 
students of color toward community service learning through tutoring. The voices of the 
participants will be heard by using the qualitative interview approach to research. 
Interviews transform the thoughts of participants into the truly rich source of 
information about the human experience. In a quantitative approach, this rich 
information would only be reflected numerically, and would be less meaningful than the 
power of speech. 
In developing methodology for this study, the researcher became familiar with 
Irving Seidman’s process of in-depth interviewing. His approach is the three-interview 
structure, using three 90-minute interviews to give more meaning and understanding of 
perceptions of the participants. The first interview is a historical interview asking 
participants to share how they came to their present situation. The second interview 
focuses on the present by asking the participant to detail his or her experience. The 
third and final interview consists of making meaning and sense out the experience 
detailed in the second interview. 
The researcher also intends to use interviews as a way to show how participants 
are trying to make sense of their experiences as community service tutors. Making 
sense of tutoring experiences is an important element of the study. African American 
and other college students of color have different experiences than white students when 
they attend predominately white institutions of higher education. Through interviews, it 
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is possible to probe deeply into the ways students of color are engaging in higher 
education. 
For the purposes of this study, the researcher chose to modify Seidman’s in- 
depth interviewing approach in order to create comparisons within and between the 
groups of college students who are part of the study. Since college students from two 
CSL programs in multiple institutions of higher education are interviewed, such 
comparisons become a valuable source of data. 
Research Approach and Implementation 
The researcher modified the in-depth interview process by using pre- 
questionnaires, an oral interview and post questionnaires. 
Pre-Questionnaires 
The pre-questionnaire was used to obtain a brief historical background of each 
participant (See Appendix C). Each participant had one oral interview session at a 
designated time and place of the participants choosing for mutual convenience. 
Oral Interviews 
Since the research population was attending school during the time of this study 
their schedules made them unable to participate in anything longer than a 30-minute 
interview. Questions for the oral interview were pre-selected by the investigator before 
the interview and rarely deviated from the original format; this was to provide structure 
and consistency throughout the study (See Appendix D). Data was collected in the 
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form of audio and written transcripts. The researcher and transcriber are the only 
people to have access to the audiotapes. 
Post-Questionnaire 
In order to closely model the modified format following the in-depth interview 
structure it was based on, participants were provided with a post-questionnaire (See 
Appendix E). After reflecting on the pre-questionnaire and oral interview questions, the 
post-questionnaire gave participants the means by which they could make sense of their 
community service tutoring experience. 
Auxiliary Information 
Information was analyzed in relation to data previously collected throughout 
research initiatives in context to students of color’s experiences in Projects A and B. 
Use of the Internet, library research, and government reports were used to support the 
modified qualitative study. 
Research Population 
During the academic year, selection was made of students who participated in 
either Project A or B. Although the investigator had past associations with one Project 
and knew a few of those interviewed, the selection was based on individuals who 
volunteered/agreed to be apart of the study. The sample group consisted of students 
from African American, Cape Verdean and Latino backgrounds. There were (5) men 
and (8) women who volunteered for the study. The ethnic background of the women in 
the overall study was four African American women, two Latino women, and two Cape 
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Verdean women. Eight participants in this study were from Project A and six were 
from Project B. Demographically, Project A students had a wide variety of academic 
disciplines. Project B’s student population was heavily concentrated with education as 
i 
an academic discipline. One student dropped out of the research study prior to being 
interviewed because of various personal constraints. 
Limitations and Assumptions of the Study 
In the broad sense, the study has limitations that include personal, population 
(race, class and gender issues), programmatic issues, and a lack of auxiliary 
information. As a past CSL program manager the researcher has certain presumptions 
because of experience, giving way to possibly tainting the framework of this study. The 
researcher has certain bias surrounding race, class and gender due to how the researcher 
socially constructs of her identity. 
Although the researcher is not a native of Massachusetts, participants and the 
researcher found a connection and comfort surrounding their racial and ethnic identities 
as well as their gender. As Seidman states, “Although the shared assumptions that 
come from common backgrounds may make it easier to build rapport, interviewing 
requires enough distance to enable interviewers to ask real questions and to explore, not 
share, assumptions. The racial, ethnic and sometimes the gender connection presented a 
limitation between the researcher and the participants; for example, the familiarity or 
cultural understanding between the researcher and participant in the dialogue would not 
have been present if the interviewing were between the researcher and a white male or 
female. Seidman cites, “In our society, with its history of racism, researchers and 
participants of different racial backgrounds face difficulties in establishing an effective 
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interviewing relationship. It is especially complex for whites and African Americans to 
interview each other, but other interracial pairings can also be problematic (Seidman, 
1991; Dexter, 1970; Dollard, 1949; Hyman et al., 1954; Labov, 1972; Reese, Danielson, 
Shoemaker, Chang & Hsu, 1986; Richardson et al., 1965). In addition, interviewing 
relationships between those of the same racial background but of a different gender, 
class, and age can engender tensions that inhibit the lull development of an effective 
interviewing relationship.” 
In addition to these limitations, the researcher made certain assumptions that 
may prove to be limiting in this study. An assumption of the researcher was that 
because the students of racial/ethnic background who participated in the study made it 
to college, because their economic status would be middle class or upper middle class. 
The researcher did not understand why she made this assumption because it was not a 
question regarding the personal economic status of the study participants in the research 
instruments. If such information were requested, it would probably be during their 
dialogue as a sort of general understanding between the researcher and the interviewee. 
The researcher has chosen not to address the participant’s economic status unless it is 
made known within their personal dialogue. 
By studying the perceptions of college students of color toward community 
service learning through tutoring and its impact on their careers, there are several 
limitations presented by the population. In order to have some control in the amount of 
information that the researcher received and would be able to successfully analyze, she 
chose to work with a maximum of twenty or a minimum twelve students. It was the 
researcher’s original intention to study six (6) men and six (6) women and further 
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breaking down by race/ethnic background three (3) African American men and three (3) 
African American women for a total of six (6) African American students, and three (3) 
Latino men and three (3) Latino women for a total of six Latino students. 
At the time of the study, the respondents were five (5) men and nine (9) women 
for a total of fourteen students of color. Having such an overwhelming response from 
women exceeded the expectations of the researcher. The researcher assumed that there 
would be at least an even ratio of male and female responses. The researcher’s 
intention was to limit the study to African American and Latino (Puerto Rican, 
naturalized) students because of the demographics of Project A and Project B. Because 
of the limited population and response to the study, participants included the following 
ethnic backgrounds: African American, Cape Verdean, Puerto Rican (naturalized and 
bom in Puerto Rico), and Guatemalan. 
Several programmatic limitations to this study are as follows: this study was 
conducted with only nearby CSL tutoring programs, all were basically the same type of 
programs. No community service programs like Habitat for Humanity, Ameri-Corps, or 
various academic disciplines that utilize community service learning were asked to be a 
part of the study. Community service programs or organizations that did not have a 
learning component were not included in this study. In addition, this study did not 
review programs that were similar, but located across the United States or abroad. 
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The largest limitation to this study is the lack of previously written research. It 
has been disturbing and a struggle to find written documentation about community 
service learning experiences or educational career choices, which specifically addressed 
teaching as a career choice for African Americans and Latinos. Much of the information 
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needed for this study is embedded in individual memoirs and in oral history. Michele 
Foster, author of Black Teachers on Teaching, expressed, 
.. .during the three decades following emancipation and the first six 
decades of the twentieth century teaching, along with the ministry, was 
one of the few occupations open to the college-educated Blacks. The only 
thing an educated Negro can do is teach or preach, people would say. 
(1997, p. xvii) 
So, since teaching was such an historical occupation for Blacks and women in 
particular, why is there such a lack of research or written documentation about it at the 
dawning of the twenty-first century? 
Volunteerism is not new the community, but community service learning has 
taken a different approach. It can be speculated that there is a larger meaning behind 
community service and community service learning: is it possible that community 
service or community service learning is not an act of charity but rather a move toward 
social justice? My assumptions surrounding charity in the community service 
movement may provide a possible limitation in the framework of this study. In 
addition, I found the lack of information on community service disturbing, because 
people have been engaged in community service since at least the Civil War. Since 
community service learning has recently come into the awareness of the American 
public, I conclude that there is limited and sometimes insufficient data about this subject 
matter, thus making it difficult to compare and contrast information that has been found 
in this study. 
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CHAPTER 4 
FINDINGS 
The purpose of this chapter is to report the findings of this research study of the 
perceptions of students of color, toward community service activities as tutors in 
schools. It also describes the impact of community service on how participants view 
their college education and possible career choices. In reporting data, the researcher 
will draw themes from the pre-questionnaire, interviews, and post-questionnaire and 
then conclude the chapter with a cross-site comparison. 
Some of the participants in their oral interviews expressed their thoughts in a 
way that was almost silently conveyed or single word conveyed because of a comfort 
connection with the researcher. In such cases and for better understanding for the 
reader, brackets [ ] will be used with explanation. In addition, there may be profanity or 
use of language that may make the reader uncomfortable. It is not the intention of 
researcher or the participant to obstruct the understanding of the reader by the language 
that is used to interpret and process the findings. Thus, the language will not be 
modified or altered for the purpose of sharing the information with the reader. 
Profiles of Participants 
The first section of this chapter will present narrative profiles of each of the 14 
participants in the study. The purpose of the profiles is to introduce each participant: by 
telling how old they are, their year and major in college, how they describe themselves 
racially/ethnically, their perceptions of race and racism during their public schooling, 
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and their views concerning any community service activities they participated in prior 
to coming to college. 
Collectively the participants range in age from 18 to 39 with eight (8) of the 
fourteen participants in the 18-21-age range. Nine (9) were female; five (5) were male. 
Nine (9) self- reported as Black; three (3) Latino; one (1) Cape Verdean, and one (1) 
choose not to state any racial/ethnic category. Twelve (12) participants were enrolled as 
college undergraduates at the time of the study; the other two- (2) participants were 
recent college graduates. Two-thirds of the participants (8) come from urban areas; 
four- (4) came from suburban areas, one (1) came from a rural area, and one (1) did not 
report a community background. In terms of prior school experiences, participants had 
grades ranging from A to C with one (1) participant not reporting their grades. The 
average grade participants reported were B or C. As college students, half of the 
participants were in their first semester of tutoring other participants had spent one to 
two and a half years involved in community service tutoring. 
Niles* Profile 
Niles is a twenty-six-year-old male. At the time of this interview, Niles was a 
recent graduate with a BS in mathematics. Ethnically he identifies himself as Black. 
Niles tutored and was a site-coordinator in Project A for one academic school year. 
, % 
Niles grew up in Boston, Massachusetts and was raised by his single mother. In 
his own words, he expressed what school was like for him: 
In school I was always the oddball, never feeling as if I fit in. I never felt 
comfortable with the athletes and I frequently was picked on by the 
smarter students, because of this I never wanted to be in school. I learned 
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to like spending time with myself. I enjoyed being around people, but I 
excelled in projects that only concerned me. 
Niles’ academic performance in primary and secondary school was a C average. 
His favorite subject was Physics and his least favorite was Latin. When asked if he was 
tracked in school, he does not or is not convinced that he was, because the entire school 
was geared to send every student to college or at least a school above high school, in 
both primary and secondary school. 
Niles responded to a question about racism in his schooling by saying, “I live in 
Boston! Of course I did (experience racism), but in very subtle ways.” He continued by 
saying, “I learned how to deal with it and focus my attention elsewhere. My school 
work suffered but, like everything else I can’t be sure it was the racism factor that 
contributed to my poor grades or simply me!” 
In Niles’ community, most of the students did not finish school. He recalls that 
many of his peers are “simply in jail, dead or if they are lucky simply working a decent 
job.” Niles sought refuge by going to college, “it was a way of getting away from 
home.” Prior to college Niles had not participated in any tutoring, mentoring, or any 
other service/volunteer program. Project A was his first service activity. 
Sean’s Profile 
Sean is eighteen-year-old male who ethnically defines himself as Black. During 
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the time of this study Sean was a first semester freshman, who had not declared an 
academic major. Although Sean had not declared a major, his studies reflected a 
direction of history and teacher education. Tutoring for Project B was the first Sean had 
done any community service or been involved in volunteerism. 
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Sean’s primary caregiver during primary and secondary school was his mother. 
Sean grew up in an urban environment where Sean guessed that half of the students in 
his community did not complete high school. According to Sean’s pre-questionnaire, 
he felt that he did not receive a “good education” during primary and secondary school. 
He had a C average. Sean’s favorite subjects were Science and Social Studies; Math 
was the subject he enjoyed the least. 
Sean was not sure if he was tracked in school. Sean shares his experience about 
race and racism in his schooling by sharing the following: 
During my schooling people of the same race and ethnicity as I stressed 
the importance of an education. I don’t recall experiencing any form of 
racism in school from any staff or students. But, the school system 
seemed to be [racist], and yes it did affect my education. 
Sean was motivated to stay in school and later attend college because “he has 
dreams and other people depending upon him to fulfill them.” 
Gerry’s Profile 
Gerry is a Black male. He is not a traditional undergraduate in the terms of his 
age - 39 years old during the study - and having a different life experiences from his 
college peers. Gerry’s academic major was secondary teacher’s education and during 
this study, Gerry had been tutoring with Project B for two years. 
Gerry was raised by both parents and lived in both urban and suburban areas 
during his childhood. Academically he was a B/C average student who enjoyed taking 
English. Gerry said he was not “tracked” in primary and secondary school. Race and 
racism played an immense role in his education. The following is Gerry’s account of 
his middle school years: 
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In the seventh and part of the eighth grade race had a devastating effect on 
my schooling. It was during the late sixties and everything was about 
race. The white teachers at this grade level were not trained effectively 
enough to impact students of color positively. Black Sambo was standard 
reading. There were brief paragraphs about Eli Whitney and the cotton 
gin; the Black man who kept slavery alive for another 68 years with his 
invention. There were many racial fights during this time. In elementary 
school the crossing guard held the white kids back, so I could have a head 
start home ... on the run. Fortunately, my stepfather got stationed in 
Tokyo, Japan; from this point, my educational experience was very 
positive. 
In Gerry’s community (back in the United States from Japan), most students 
completed high school and attended post-secondary schools. Gerry was an exception to 
the community norm, he dropped out. When asked why he dropped out he responded 
by saying, “street life, drugs, women, ego, low self-esteem, and a loss of interest in 
school; I guess I was looking for instant gratification and a shortcut to the ‘American 
Dream,’ to name a few reasons.” 
When asked what influenced Gerry to turn his situation around and to attend 
college he said. 
During a brief moment of clarity, I realized I needed help [to overcome 
drug abuse]. While in a treatment program, I vowed I would continue my 
education. Deciding to finally go back to school was a great decision! 
The though of working dead-end jobs became very unappealing. 
Karen’s Profile 
Karen is a 19-year-old woman, who ethnically identifies herself as Black. She 
grew up in a city outside of Boston, Massachusetts, which she describes as a majority 
white suburban atmosphere. Karen was raised in a two-parent household. 
* 
During this study Karen was an undergraduate at a large university pursuing a 
Bachelor of Arts degree, but had not declared an academic major; she had been tutoring 
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with Project A for one semester. According to her pre-questionnaire, Karen had no prior 
experience in community service or tutoring. In Karen’s pre-questionnaire, she 
candidly writes about her primary and secondary school experiences. 
In primary and secondary school, I got mostly A, B, and some C’s. My 
mother always pushed me to excel in school, but I always had trouble in 
math and science. I was tracked in school, if it wasn’t for my mother’s 
intervention in my education I would not have been in honors classes. 
When asked if the students in her community completed high school she 
responded by saying 41% of her high school class “did not graduate, and those who did 
graduate, most did not attend a post-secondary school.” Maybe startled by the high 
percentage of those who did not graduate or even those students who did not pursue 
post-secondary schooling Karen was motivated to stay in school, “I knew I needed to 
stay in school in order to have a bright future.” Equally, Karen was influenced to attend 
college because, “I knew that if I wanted to get a good job and live decently, I needed to 
go to college and even grad school.” 
Mena’s Profile 
Twenty-year-old Mena was raised by her mother in an urban environment. 
Mena ethnically identifies herself as Black. During the time of the study, Mena was an 
undergraduate pursing a degree in Education. Mena had been tutoring with Project B 
for 2 XA academic school years. 
* 
During Mena’s primary and secondary schooling, she said her academic 
performance level was a B/C average and she favored History and English classes over 
Math. In her pre-questionnaire Mena shares her at times painful experiences. 
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I was placed in a Chapter One reading class from the 4th - 6th grade. I 
guess I felt like I was a little different from the other kids. I remember 
crying to my mother because some of the children would laugh at me 
when I was asked to read in front of the class. I don’t think that I was 
stupid, just a little slow and I think that is why I want to help children to 
be the best that they can be. 
Mena responded about the role race or ethnicity played in her primary and 
secondary schooling experience by saying. 
I’m not sure if my ethnicity mattered too much, because most of the 
children in my primary school were Black but when I got to secondary 
school it was different. I remember a teacher asked me if my father lived 
with me. She was surprised when I responded with “No, he doesn’t but I 
am very happy living with my mother, thank you.” She would also make 
comments about the way that my mother dressed me. She would say, 
“that’s a very expensive shirt you have on today.” 
As a student in a predominately Black [elementary and middle] public school, 
Mena concluded, 
I would say the racism was never a problem in primary school because, 
like I said, we were the majority. As for secondary [high school], I had an 
English teacher who treated me like trash. My work was never good or up 
to her standards and I guess that’s not really racism. 
Most of Mena’s friends completed high school and half of them went to college. 
Mena never dropped out of school no matter how difficult it may have become for her, 
but she did not express what influenced her to stay in school. Mena’s greatest influence 
for attending college was her mother. Mena said, “My mother talked about college, as 
if it was the only thing that I would be allowed to do after high school.” 
Prior to college Mena participated in the Upward Bound Program. Mena recalls 
her experience with tutoring/mentoring. 
I was in every program available to me. My mother did not want me in the 
streets so; she put me in the Upward Bound Program. I was in the 
program for 3 years as a participant. I was in this program because my 
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mother would have beaten me if I didn’t go and because it was a 
challenge. I love a challenge. 
Mena responded by saying that she felt that the community service learning 
activity she participated in was helpful in preparing her for college and for the 
workforce. She said. 
Most definitely the program [Upward Bound] was 7 weeks long and was 
set-up to prepare you for college. I also believe that these programs make 
the child feel that they can succeed even when it seems that they’re failing 
in school. For example, before I started going to this program my grades 
were Cs and Fs and after a few tutoring sessions my grades began to 
improve. 
Mena made the connection between community service and getting a job 
because it gave her experience of “working with children on a one to one basis.” Mena 
also felt that her prior schooling prepared her to get a job because “it enabled me to be 
more outspoken and to have confidence in myself.” 
Kelly’s Profile 
Kelly is a 28-year-old male. Kelly racially and ethnically identifies himself as 
Black. During the time of this study, Kelly was an undergraduate pursuing a degree in 
History and teacher certification in secondary education. Kelly had been tutoring with 
project B for one year and had no prior college experience with community service, 
mentoring or other volunteer program. 
During his primary and secondary schooling, Kelly was raised by his mother in 
both suburban and urban environments. Kelly maintained a B/C average in both 
primary and secondary school. His favorite subject was History and his least was Math. 
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After graduation, Kelly plans to teach for period of time then return to his 
academics by attending law school. Kelly is also interested in working with the 
government. During his first college experience, Kelly left college to pursue a career in 
corporate America. After experiencing the associated challenges and seeing young 
people whose image he was a reflection of not able to get a job, he decided he was most 
needed in the classroom to help guide young people. Kelly shared in detail this insight 
during his in-depth oral interview. 
At the time of this study, Kelly was nearing the time for his pre-practicum as a 
student teacher. Kelly’s interest in education has become more focused as he has 
matured. Kelly felt that he did not achieve all the things he has done in life thus far, 
without the guidance of other people. He stated, “It is my obligation to give somebody 
that confidence that somebody gave to me. It’s my obligation to help give back.” 
Working with Project B’s CSL tutoring for one academic year has given Kelly that 
opportunity. 
Fern’s Profile 
Fern is an 18-year-old woman. Fern ethnically identifies herself as Cape Verdean. 
During this study. Fern was an undergraduate pursuing a bachelor’s degree, but had not 
declared an academic major. Fern has tutored with Project A for one academic 
semester. She recounts her experiences prior to tutoring in her pre-questionnaire. 
Fern was raised by both of her parents in a rural environment. Academically 
Fern performed at an AB/B level of work. In her primary and secondary school. Fern 
excelled in her favorite subject, English, and specifically enjoyed Spelling. Fern’s least 
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favorite subject was Math. Fern did not feel that she was tracked in primary or 
secondary school. Interestingly enough Fern states, “I don’t feel my race played a role 
in my primary and secondary schooling. I did not experience racism in my primary and 
secondary schooling.” 
Most students in Fern’s community completed high school and attended post¬ 
secondary schools. Fern never experienced dropping out of school, but she does share 
the reason she stayed interested. 
What made me stay interested in school was my desire to go to college 
and become someone in the future, someone who makes important 
decisions that affect my life, as well as, everyone else’s. Also, my parents 
desire to see me succeed where they failed. 
Fern’s parents were the most influential on her decision to attend college. She 
candidly states, “mostly my parents influenced me. Besides their words of 
encouragement, I watched them struggle with jobs in factories and I realized that, that is 
definitely not what I want to do.” 
In her sophomore and junior years in high school. Fern was tutor. She recounts 
her service experiences by saying. 
My role was basically to try to help the students with whatever they 
needed, whether it was help in math. Biology, English, etc... I participated 
because I had few studies and I wanted to help other students with the 
work that they were having trouble with. 
Fern felt that this community service learning experience did not prepare her for the 
workforce at all. She also did not see any connections between the service-learning 
experiences and getting a job beyond being courteous, which she felt should be included 
in everything. She concluded the questionnaire by stating, “I do not feel my school 
prior to higher education prepared me to get a job, except in the Spelling department.” 
Sandra’s Profile 
Sandra did not complete her pre-questionnaire so basic demographic 
information is taken from the oral interview. Sandra was raised by both of her parents 
in an urban community. Sandra ethnically identifies as an African American. During 
the time of this interview Sandra was an undergraduate at a large land-grant university, 
who had not declared an academic major. Sandra was participating as a tutor in Project 
A. 
Primary and secondary school was very stressful for Sandra and she experienced 
some personal problems. Sandra was a B/C average student and favored English as 
opposed to Math. Sandra experienced being tracked in primary and secondary school. 
Being African American played a role in her schooling as she stated, “because teachers 
judged you on your skin color and basically made their own opinions about your 
future.” Sandra also, experienced racism in her schooling and she stated that, “It 
affected my opinion about people of the opposite race.” 
Students in Sandra’s community completed high school and some of her peers 
went on to post-secondary schools. Sandra did not drop out of school “because I 
wanted to be a success,” which she did not associate with dropping out of school. What 
strongly influenced Sandra to attend college was in her recollection of, “seeing how my 
family is and knowing I do not want an ordinary 9 to 5 job just making enough to pay 
bills and having nothing for leisure.” 
Prior to college Sandra had participated in community service at school and 
through her church since the age of 13. Sandra did mentoring because, “she did not 
have anyone there for her.” She always tells younger people that she mentors, 
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“Anything I can do to help them proceed to the next level of achievement,” she will do. 
Sandra felt that the service activity prior to her higher educational experience prepared 
her for the workforce, “because it has given me more experience with dealing with 
people in general.” In addition, Sandra felt that her schooling prepared her to get a job 
because, “it had excellent opportunities and advantages that many of the Boston public 
schools did not have.” 
Mae's Profile 
Mae is a 19-year-old African American woman. She was an undergraduate 
pursuing a Bachelor of Science degree in Biology during the time of this study. Prior to 
attending, college Mae was not involved with community service, mentoring, or 
volunteer project. During the time of this interview Mae was involved in tutoring with 
Project A for one semester. 
Mae grew up in an urban environment and was raised by her great-grandmother. 
Primary and secondary school was “very social (environment) and challenging.” She 
was an A/B average student whose favorite subject was Biology and least favorite was 
Math. 
According to Mae, she was “tracked” in secondary school and it was a “good 
experience.” She also spoke about experiencing racism in her secondary school but did 
not elaborate on incidents or details of daily life. Mae was unsure of how many 
students within her community completed high school, but she seemed sure that 
students within her community went to post-secondary schools. Mae had not dropped 
out of school but did not respond to what made her remain interested in education. Mae 
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did say her strongest influence to attend college was the advice and the hopes of her 
parents and extended family. 
Rika's Profile 
Rika is an 18-year-old woman. She ethnically identifies herself as Black. 
During the time of this study, Rika was a first year student who had not declared an 
academic major. Rika was a tutor with Project A for one academic semester. 
Rika was raised in an urban environment by both of her parents. She enjoyed 
attending school and maintained an A/B average. Her favorite subject was Marine 
Biology. Rika felt that she was tracked in secondary school but not in primary school. 
When asked what role her race played in her school experience, Rika stated that she was 
involved in the METCO program, where urban kids are bused to the suburbs during 
secondary school. From her perspective, Rika did not feel that she experience racial 
problems in primary school because she “attended a school where everyone was the 
same race.” 
Most people in Rika's community/peer group completed high school and did 
attend post secondary schools. She never dropped out of school and attributes this to 
her parent's values, a major influence on her college attendance college because; “They 
instilled the value of getting a good education in order to be successful in the future.” 
Prior to attending college, Rika participated with a volunteer service in her 
community for two years. Her reason for volunteering was to “be able help people and 
share what I have with the people who are not as fortunate as me.” Rika did not feel 
that her service experience prepared her for the workforce but she did feel that college 
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should: “I am always eager for knowledge and to learn new things and college is 
supposed to prepare you for the workforce.” 
Olga's Profile 
Olga is a 22-year-old woman. She ethnically identifies herself as Hispanic. 
During the time of this study Olga was an undergraduate student pursuing a bachelor's 
degree in early childhood education. Olga’s tutoring experiences for Project B spanned 
one academic semester. 
Olga was raised by her mother, but according to her pre-questionnaire it is 
unclear where she grew up. She did not explain her academic performance in primary 
or secondary school except to say that her least favorite subject was Science. Olga did 
not cite any instances of racism in her primary or secondary schooling, nor did she 
elaborate on whether race played a role in her schooling. 
Olga did not know what percentage of the students in her community completed 
high school or if they attended post secondary schools. Olga did experience dropping 
out of school but she did not explain this situation. Olga was most influenced to attend 
college because of the loss of her child. 
Prior to attending college Olga participated in tutoring and mentoring or 
volunteer program for two years. Olga did so because she liked to help people. In her 
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pre-questionnaire Olga did not mention connections between her service activities and 
education or between community service learning and employment. 
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Joi’s Profile 
Joi is a 21-year-old woman who racially and ethnically identifies herself as 
Black. At the time of this study Joi had already obtained an associate’s degree and was 
in the process of pursuing a bachelor’s degree. Joi had been with Project B for one 
academic semester. 
Joi was raised by her mother and grandmother in an urban environment. Joi 
discuss her childhood and family experiences. Her story is moving and shows that one’s 
experience is powerful and critical in making life decisions. 
My mother was a single parent; she moved me and my sister around a lot. 
Because I am originally from the South, most of my family is in the South, 
we would [my mother, sister & self] moved from South Carolina back to 
Massachusetts. All this time [of moving around] I was in elementary 
school and I suffered a lot. I missed out on a lot that I should have been in 
school, you know, everyday. I didn’t really notice until, when you 
graduate from high school and they give you, your school record of first 
grade on [through] twelfth grade. I was looking through it and I saw that I 
went to every elementary school in the area [city I live in currently]. [This 
area] is pretty large. We [this city] have a whole bunch of elementary 
schools and I went to each and every one of them. I was really 
disappointed because, how can someone get a stable education being 
moved from school to school to school? From time to time? That’s why I 
think I am the way I am now. OK. I stayed back in the second grade. 
OK. Maybe, I missed out on a whole, a whole lot of stuff that I should’ve 
learned in elementary school to take to junior high school, to take to high 
school, to take to college; but, I missed out on a lot of it. I was often in 
classes which I didn’t know what to do.” “.. .If I would’ve been in school 
everyday, one school [it may have made a difference in my education]. 
When asked what her primary and secondary schooling was like, Joi recollects, 
primary school was a roller-coaster. My mother moved from one city to 
another. I missed out on a lot of important things I needed throughout 
primary school. Secondary school wasn’t that great either. My family 
was having problems, my younger siblings and I suffered a lot. 
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Joi’s academic performance was C-/D at first, which she defines as “below average,” 
then B+/C+, which she defines as “above average.” Math was her least favorite subject 
in school, English was her favorite. 
When asked about tracking in her primary and secondary school, Joi recounts 
her experiences as follows: 
In junior high, my class was considered the 9-4. The 9-4s were smarter 
than the 9-5s and under, but less smart than the 9-3s and up. I took college 
prep courses in the 9th and 10th grade, but they got to be too challenging to 
me so I dropped down to “career development.” After a student dropped 
down to career development, you were looked at differently. I thought it 
was the “cool” thing to do. I seriously regretted that. I felt I wasn’t using 
my full potential. 
Race influenced Joi’s life. 
Race played an important role in my primary school. My class was 
multicultural, but every different race clicked with their own race. The 
white and Asian kids were always smarter and the most well behaved. I 
made friends with everyone no matter what race they were. I always felt 
below other races throughout school except for Puerto Rican. I took the 
bus with all the kids in my neighborhood; they were all Black and 
Hispanic. 
Joi experienced “very little racism” in secondary school as far as she can 
remember. 
The teachers and faculty always treated me different (in a good way). 
They believed in me! During high school, I was dealing with racism at a 
part time job I had. So, I promised myself that I was never going to be put 
in that situation again. That motivated me to want to stay in school. 
Most of the students in Joi’s community did complete high school but, in her 
words, “a lot of them didn’t or did it differently [through programs other than traditional 
school].” Joi did not experienced dropping out of school. Joi’s influence for attending 
college was, “my mother’s life, my grandmother, and my older brother helped influence 
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me to attend college, but it was mostly me! I never wanted to settle for less! I wanted 
to be different!” 
Prior to attending college Joi did not participate in volunteer programs, tutoring 
or mentoring community service learning projects. As she stated, “I concentrated on 
myself and my younger brother and sister.” Therefore, Joi did not draw any 
connections with community service and education or with employment opportunities. 
Maria’s Profile 
Maria is a 19-year-old woman, who ethnically identifies herself as Puerto Rican. 
At the time of this study Maria was an undergraduate pursuing a bachelor’s degree in 
Sociology with plans to pursue a master’s degree in Education and perhaps a Ph.D. 
Maria tutored with Project A for three academic semesters (IV2 years) and with an 
outside program at her university. 
Maria was raised by her mother in both an urban and suburban environment. 
Maria excelled as she performed A average schoolwork. Social Studies was Maria’s 
favorite subject in primary and secondary school and she did not seem to have a least 
favorite. Maria recalls that, 
I was tracked in group 1 since the 4th grade and that benefited me greatly 
throughout my schooling experiences. In fact, that got me where I am 
today. I am aware that this was not the case of those tracked in-group 5. 
Because Maria went to school in Puerto Rico, she feels that race or ethnicity did 
not play a role in her schooling “My [social] class played a role though.” She did not 
further explain how classism influenced her schooling. When asked if students in her 
community completed high school, Maria states, “60%, maybe less, completed high 
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school and about 50% of the students attended post secondary schools.” Maria did not 
dropped out of school. Maria said that her tracking experience was a strong motivating 
force in going to college. 
Prior to attending college Maria did not participate in any tutoring, mentoring or 
any other volunteer program, stating ‘There is not much, if any at all community 
oriented programs in Puerto Rico.” On the pre-questionnaire, she did not make any 
connections between community service learning and education and future 
employment. 
Anthony* s Profile 
Anthony is 18-year-old male and ethnically identifies himself as Guatemalan. 
At the time of this study, Anthony was an undergraduate pursuing a bachelor’s degree 
in engineering. This was Anthony’s first semester tutoring with Project A. 
Anthony was raised by both his parents in an urban environment. He recounts 
his experience of primary and secondary school: 
Primary school was a very transitional period of my life. I moved to the 
States in the beginning of 2nd grade and was sent to a bilingual school. 
There I learned mostly in Spanish. That was a good period because I had 
friends who understood me, because we were in similar situations. The 
middle of the 3rd grade is when everything got harder. I was sent to an all- 
English school and I was forced to learn the language. Secondary school 
was hard as well. I felt like I was still behind in the language but I was 
very well adjusted to the school. I went to an exam school which made it 
that much harder. 
Anthony’s academic performance level was an A/B average. His favorite 
subject was math; his least favorite was English. Anthony does not say that he was 
tracked in school but recalls his experience as slightly different from the norm. 
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I wasn’t taught like most people. I was only pulled aside when I really 
needed it. I was pulled aside at times mostly just for the language. For the 
most part I was left with rest of the students. 
According to Anthony, race and ethnicity played a major role in his schooling he 
explains this way. 
It was mostly the case with my language. The kids looked at me different 
because of not only my physical differences but also my language barrier. 
I think it affected my self-esteem. Racism did affect me but, I feel it only 
made me stronger. 
When asked if students in his community completed high school, Anthony 
responded, “No, most of the people in my community had trouble doing so.” Anthony 
also said that most of the students in his community went on to post secondary schools. 
Anthony did not drop out of school because “I always pushed myself. My parents 
always encouraged me to work hard. After awhile, it all became part of my own 
initiative.” 
As important as Anthony’s parents were in his decision to attend college, 
Anthony was also motivated to do through his sports activities. “Sports influenced me 
tremendously; it taught me a lot of discipline.” According to his pre-questionnaire, 
prior to attending college Anthony did not participate in community service tutoring. 
Anthony’s high school was a college prep school. “I was prepared because of that; other 
than that I did not have any preparation in community service.” Anthony felt that 
community service is very helpful for getting a job, “I think it shows that the person has 
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initiative.” Anthony did not feel that his schooling prior to college prepared him to any 
extent for employment. 
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Oral Interviews 
Research Question One: How do universitv/college students of color describe their 
experiences in education and in community service? 
Reflections on Education and Community Service Experiences. Research 
question one asked tutors to describe their past and present educational and community 
service learning experiences as students of color. Four common themes emerged: tutee 
and tutor exchange, effectiveness as a tutor, leadership in tutoring, and race, ethnicity 
and gender identity dynamics. Sub-themes resulting from this exchange are the 
commonalties between the backgrounds of the tutors and tutees, school achievement, 
and the development of trust between the tutors and tutees. Tutors share the highlights 
and complexities of working with various children in their respective projects. 
Tutor - Tutee Exchange (Relationship). Kelly from Project B explains the 
importance of seeing younger students succeed in school. 
He’s [tutee] has been in the program since its conception. This is my first 
year, so you know he knew a lot more about the program and everything. 
I just feel like I have a younger brother, somebody I care very deeply for. 
I just want to see him succeed and that’s my biggest goal. Anything I can 
do to help him, I will. He’s so bright. Just to watch him do things, to 
watch him do his work, to watch him when he excels or watching him 
bring his report card up, it just makes me feel that there’s no bigger 
highlight than that. 
Sean, a first year tutor defines his role as a guide to academic development: 
I really don’t tutor them. I try to... its like they already know it, so I try to 
push them or give them little clues to where the answer is, so amazing, 
they basically know it themselves. 
Mena remembered her first experience with her tutee and describes it through 
the difficulty they had getting started in developing trust. 
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Since the first day. Oh Man! He [tutee] was just off the wall and I can 
remember going home and crying because at the time, he was definitely 
embarrassing me. It was a lot of [my own academic work] and then I was 
tutoring. I went home, to my roommate and I just bawled. I was like “I 
can’t do it; he’s too much for me. I won’t be able to help him. He’s not 
going to listen to me.” I just cried, you know. 
To Mena’s surprise her situation had shifted dramatically a few months later 
when the next school term was about to begin. 
[The Project B Director] said, “You have to come back. He needs you 
[tutee/tutee].” When she said, “He needs you,” I was like, “Needs me?” 
So, I came back and he seems fine. We’re fine. He does his work and we 
talk about social things, girlfriends and friends. I like it. I mean I really do 
like it and I plan on continuing. I even say to myself, that even if my 
grades or problems get bad, I don’t think I’ll walk away. Again, I think 
I’m just gonna stick it out and work it out the best way. 
Rika like many tutors in Project A & B has developed a relationship a particular 
student. She shares information about their relationship during the interview. 
One particular kid, he’s really not up to, his reading skills aren’t as well as 
other kids. So, he gets frustrated when he can’t read certain things. It’s 
just like he doesn’t want to do it at all, so he just gives up. So, I have to 
encourage him to do better. I like to work with him a lot. He does try, but 
he really sometimes just gets frustrated and he just doesn’t want to [try]. 
So, I have to talk him into doing it. 
Rika continues to analyze their relationship and their special connection. 
He kind of reminds me of myself when I was younger. I don’t.. .1 did kind 
of act the same way. I got frustrated. It’s like when I was a young child, I 
didn’t want to deal with it [schoolwork], and it was just whatever. So, he 
reminds me of myself when I was younger. 
Many tutors like Joi, a Project B tutor, connected and formed a relationship with 
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their tutees. Because the tutor sees something that may remind them of themselves, 
tutors form special bonds with the tutees and are often able to have self-reflection. 
She kind of reminds me of myself when I was little because, she has a lot 
of younger brothers and sisters. She is the oldest one; she has two 
younger brothers that go to school with her. You know, the oldest always 
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[acts like/takes on responsibility] being the kind of parent. Not the parent 
but the role model for the rest of the kids. She acts a little [more] grown 
than her age. 
The road to filling a tutor’s shoes is not easy. Joi has in common with the other 
tutors who were interviewed, the difficulty of actually getting to the tutoring. Finding 
what works for learning is often emotional for both the tutor and tutee. Joi reflects: 
She’ll say something smart like, well, “I don’t care.” That [what my tutee 
says] really hurts me. [I’ll tell her], “Don’t say that, yes you do care.” I’ll 
say, “We can’t do activities.” [She’ll say], “Well I don’t care.” She says a 
lot of things like that. I’ll say [keep telling her], “Yes you do. Don’t say 
things, you don’t mean.” You know, because kids shouldn’t be saying, “I 
don’t care about homework.” You [Joi feels her tutee] should care. When 
she starts crying, it will be like, a quick minute. I think she just cries to 
get the little attention. I’ll [ask her], “Why are you crying?” I also have a 
little brother at home, so I know the tricks little kids play. I’m not the one 
to be trying to get over on. Yeah, you can cry, but your homework has to 
be done. 
Fern, a tutor with Project A, explains how developing trust is important in creating a 
positive connection with the tutee as well as the teaching staff. She shares her 
perspective of developing this relationship. 
Getting to know the students I think was the hardest part because a lot 
them had grudges. When I first walked in there, I know a lot of them were 
like, ‘Who is this?’ I know how it felt, because I remember how I first saw 
some tutors in my school. I was nervous, I know they were nervous. 
They don’t know if they [should trust the tutor] ‘should I trust this person 
or not?’ It’s not just the students but, some of the teachers they were just 
... they’d react; some reacted really great. ‘Now we have help,’ and some 
of them would not look at us [tutors] like we were taking away from 
them.” ... “Some of the saddest things these students started telling me 
were, ‘yeah, um, I smoke, I drink,’ and they were 15 years old. I don’t 
want to sound like their mothers, but I’m like, ‘You’re so young, why are 
you doing this?’ and they’re like, ‘cause I want to.’ I didn’t know what to 
say, because I’m not gonna. I’m not the type of person that would go to 
the principal and say, ‘yeah that kids smoked,’ because they [tutees] 
trusted me with that...I couldn’t look in that kid’s eye and be like, ‘I told 
the principal, so you need to go talk to him.’ I know they [tutees] would 
feel like, ‘that’s another person that I tried to trust and they failed’... So, I 
just try to talk to them, try to tell them, ‘well you know maybe you should 
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wait awhile until you’re at least 18 and then decide if you want, cause 
you’re really young. 
Gerry, a leader within Project B expresses the rewards that he has received by 
working with his tutee. He recalls an emotional event when he really felt good about 
his role within Project B and his tutee. 
There was a moment where I almost cried. I have to admit it because 
there were all these people there to check on the program [Project B], from 
around the state. They were from colleges and so forth, volunteer 
organizations were at the [elementary school were Project B takes place]; 
they came to my tutee and they asked him what the best thing about the 
project was. You know what he says, ‘the best thing about the program is 
my tutee. He’s the best tutee in the whole world.’ I almost cried. It was 
like, ‘Oh my God!’ 
Gerry thinks about the conditions that the kids he tutors and his tutee in 
particular experience on a daily basis and it makes his role more important and his 
connection to the children powerful. Gerry shares these insights: 
These kids run up and they hug you and they’re friendly with you. You 
know you’re giving them something. You know that in this community, 
where we’re at, I mean these kids are like not living with their parents. 
They’re living in foster homes. They’re living in houses where people are 
active on drugs or they’re selling drugs, there is some type of abuse going 
on. There’s definitely neglect going on. Cause you can see it in the way 
they dress. You can tell they’re liable to come to school with things on 
their minds [tutees]. Maybe they come to school, they were highly upset 
because someone upset or hurt them and for the most part. I’ll make it real 
simple. They’ve all been traumatized in some kind of way. 
Sandra, a tutor in an elementary classroom, enjoys seeing the kids learning in action. 
“Just seeing the kids do something on their own.. .you may help them one time or you 
% 
may show them how to do something one time and from then on, they know how to do 
it themselves.” She also comments on how welcome she is in the classroom. “When I 
walk in that class its ‘Hi Sandra!’ When I leave the class, they shut the lights off the 
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whole class is silent; they make an announcement that I am leaving for the day. Then, I 
say ‘Bye.’” 
Olga communicates with her tutee and her tutee’s family outside of Project B. It 
seems as though Olga finds that this outside communication helps support their 
relationship and helps the relationship move from tutor-tutee to mentor-tutee. Olga 
reflects upon this experience by discussing what a phone call is like with her tutee. 
I call her a couple of times at home to see how she’s doing. She calls me. 
She calls me once in a while and I ask how she’s doing. I go [tell her], 
‘Make sure you have your homework done.’ ‘Have fun.’ She has an older 
sister. I try to ask about her family. ‘How’s your mother doing?’ Oh, her 
mom is fine. ‘How about your sister?’ ‘Oh, she’s just right here listening 
to music and dah, dah, dah, dah [listening to music and doing other 
things].’ I’m like; ‘Oh, OK and what are you about to do?’ ‘I’m gonna go 
over my Dad’s house for the weekend and stuff.’ ‘Well is that good?’ 
‘Yeah, that’s good.’ Her mother talks to her about everything, about life. 
I’m like, ‘OK’ [that’s good]. 
Olga is surprised at what children know today compared to her own childhood. 
Olga is surprised about some of the discussions that her tutee and her tutee’s mother 
have, their relationship, especially their ease in talking about serious subject matters. 
She [tutee] knows about the birds and the bees. Her mother told her. Well 
in a way, it is [surprising] because this is the first time that I hear directly 
from a nine-year-old about the birds and the bees. She goes [says], ‘I 
know what that is, I know where, what do you use condoms for and I 
know this.’ I’m like, ‘Wow! ’ I thought people were playing when they 
said nine-year-old children know about the birds and the bees. My mother 
never sat down and talked to me about sex, my period or anything— 
Menstrual or anything; she just never talked to me about that. 
Trustworthiness and dependability and mentoring are some of the essential 
qualities that the tutees are looking for from their tutors. Maria, a Project A tutor shares 
a story of one the middle school students she has tutored. This is sensitive and difficult 
situation for a tutor to find himself or herself in the middle of. 
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One of my students [tutee], she was pregnant and no one, nobody knew it. 
She would call me and I went with her to get her pregnancy test done. She 
was actually pregnant and I was glad that I was there for her in that sense. 
She’s a junior high student. I’ve been disconnected because I’ve been 
doing more work with the students in the university than with the students 
in the schools [local public schools] but I still keep in touch with my 
student. 
Anthony, a Project A tutor, reflects on what it is like working with third grade 
ESL (English as a Second Language) elementary children. Anthony explains his 
connection with the tutees and tells about how he relates to the children because of his 
personal childhood experiences of speaking English as second language. He shares 
these experiences as highlights and “lowlights” of tutoring. 
Well I see the kids who are new to the country. Like, they just came here 
and their parents put them in school [they are] new to the school. Most of 
the time, they [tutee] sit there by themselves and work on their own. The 
teacher tells them what to do. They don’t really become as close with the 
other kids that are already here. So, I know I was like that too. I was one 
of the, you know, it was easy to pick on me because I didn’t speak the 
language or whatever. Um, I don’t know. It affected your self-esteem that 
way because; you were a poor student. You know, keep it in the comer 
and maybe, if I spoke the language, then that wouldn’t happen that way. 
That’s what I see with the kids now. Like this little girl [tutee]. She just 
sits there and does work. You know, and she doesn’t really play along 
with the other kids. I don’t know. I just see like the little things that they 
do and how they change. 
Effectiveness of the Tutor. Karen, a tutor with Project A, has been working with 
seventh and eighth graders. She shares her thoughts surrounding her effectiveness with 
the tutees as it relates to the tutor to tutor exchange. 
I remember in a Project A getting together and [tutors] talking about 
students who were in the school [we were tutoring in]. I remember 
hearing about this one student that we were having trouble with, you know 
he’s this and he’s that. But, whenever I go out to work with him, he’s the 
sweetest kid. I really loved working with him. I wish I could work with 
him more but, because of his classes or something changed, I can’t work 
with him anymore. I am definitely changed about kids. The image that 
people give kids today [is not good]. So that has changed [for me]. 
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Olga from Project B is tutoring a nine-year-old girl who is in elementary school. 
She reflects on what a great student her tutee is and the special connection they share 
She works, she is on the ball. She does everything on time and she likes to 
goof around a lot. [Olga starts to glow while she is discussing her tutee 
and the research comments on Olga’s expression.] She’s just so funny. I 
love children, because of their minds, they know so much and at such a 
young age. You just have to steer them in the right direction. 
Olga continues praising the academic ability of her tutee. 
She knows everything that’s going on. In all of her work, she’s always up 
to date. She has it [her schoolwork] all done. She’s like; ‘I know how to 
do it.’ I think she’s a natural [naturally smart]. I think she knows a lot of 
what she’s doing. I think I’m just there to help her get through it all. 
Sandra found a special connection with one youngster. 
She [tutee] is so smart. She really is. She is a genius, but no one really sees 
it. I just see it. I work with her on reading. These little baby books are 
like a breeze to her. One day, I just started to bring in a flyer because [it 
says something like] collegiate of the education of Black minorities, using 
all these words. I decided to bring it in. She was like, the col—le, col-le- 
giate of the. I was like, ‘Oh my goodness!’ We were reading this whole 
flyer. She is just brilliant.” Collegiate 
Sandra is enthusiastic in introducing methods to assist her tutee in reading. She is a 
consistent source of encouragement for her tutee to read advanced material; with this 
exchange of learning taking place, her tutee works harder because of their special 
connection. 
All it is, I basically showed her ‘You can read anything.’ I told her, ‘You 
can read anything. It doesn’t matter that you’re in the first grade or 
second, you can read anything that I read. As long as you know what 
sounds each letter makes, and how it changes.’ I said, ‘All of these big 
words, there’s always a word inside of the big word.’ If she can break up 
the word, she can read anything. She’s so brilliant. She read it [the flyer] 
in front of everyone. [Other kids couldn’t believe it] ‘Oh my goodness, I 
can’t believe you can read it!’ She’s just so smart. She’s gonna be an 
excellent student, I can tell. 
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Mae is working with fifth and sixth grade students. She found that there were 
times when she could reach kids that the teacher found difficult. 
One time I had to help this girl do Algebra. The teacher was really 
impatient with her. She couldn’t deal with her. She told the girl to ‘go to 
the comer, blah, blah, blah, do your own work.’ Because the [the tutee, 
little girl] did not know how to [do the problem]. She [the teacher] kept 
saying, ‘[the little girl] is lazy, blah, blah, blah.’ It wasn’t really like that. 
She [the little girl] really knows how to do Algebra and I was glad to see 
that I could take the time and had patients to teach Algebra. The teacher 
couldn’t. It made me feel really good [being helpful]. 
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When asked what her “lowlights” of working with this project Mae responded, “A 
lowlight? I don’t think I had any ‘lowlights.’ 
Joi, a tutor from Project B, discusses the complexities of working with her tutee. 
Her tutee is in the fourth grade and is not always motivated to do her schoolwork, thus 
challenging Joi to try new approaches in teaching. 
My tutee, I always find that she never wants to get started on her 
homework and I have to get her motivated. ‘Come on and let’s get going.’ 
Because she sees me, she’s happy to see me and she wants to talk to her 
friends and she wants to talk [to anyone], she doesn’t want to start her 
homework right away. I’m like, ‘Come on. We’ve got to get started, 
because we have a certain time limit and if you want to be done with your 
homework when everybody else is done, well let’s get going.’ 
Joi experiences a lot of frustration trying to get her tutee motivated, she 
understands this but it does not make it any easier to get her tutee to do her schoolwork 
during the designated time. There are extreme low moments for Joi and her tutee. Joi 
expresses this unlike any of the tutors interviewed. 
Sometimes I get a little depressed and she gets depressed [tutee/tutee], 
because I have to kind of force her to start her homework. I’d have to say 
things like, ‘Well, all the other kids are doing their homework.’ I know 
I’m not supposed to say things like that but I’m trying to get her 
motivated, so that she’ll do it. Sometimes I’ll have to tell her, ‘Well, you 
know, we can’t participate in activities if you don’t do your homework. 
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cause homework comes first.’ She’ll get mad and she’ll start crying 
sometimes. That’s usually the bad point [about tutoring my tutee], 
Rika, a tutor from Project A, tutors first and second graders and fifth and sixth 
graders saw the tutor as a motivating force for school children in the CSL Project. 
Not all of the kids are really, really eager to learn. When I’m in the 
classroom and the teacher assigns me a child that really doesn’t want to 
work, then [tutoring] it’s hard sometimes. [It’s hard] because you can’t 
really force them to do it [their school work], 
Rika finds success comes from how kids respond. “Just being able to excite the 
kids [by using] different methods, showing them how to read or do math and 
things like that.” 
Maria was puzzled by the diverse roles that a tutor plays while tutoring; there 
was the added complexity of not knowing when the “work” will get done. Her 
reflection: 
A lowlight would be that there are certain points— I didn’t know how to 
step out of that role [mentor/friend] and become an educator [tutor]. Even 
though I was being an educator, I was being a mentor and whatnot. But, 
in terms of academics and actually helping some of my students refocus, 
you know getting on track with their work that was harder once you had 
that [repertoire] established. I found that a lot of my students do think that 
they had had that space in which they could come and talk to me, sit down 
and do their work. There were some students who I would say that they 
had been stigmatized for so long that they weren’t doing their work. I 
really tried many ways to actually get to a point in which there was some 
efficient outreach to them. 
A highlight for Maria is the actual mentoring of students [tutees]. She illustrates 
this by stating. 
Highlights. I would say that sharing with the students [is a highlight]. I 
love [talking/sharing] when I was tutoring but this is a problem. I think 
it’s a problem because, it [tutoring] it was suppose to be academically 
oriented. But, most of the time, I find myself doing more counseling and 
peer [advising]. Mentoring, I love that. 
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Anthony, a freshman tutor from Project A, takes away tangible methods for 
helping tutee’s learn as well as, methods he can use to help himself from his CSL 
experience: 
What I see myself trying to do with students [tutees] and from what I see 
that helps them [see the work as] easier, help me learn it [the school work 
in a deeper sense]. When I try to learn Calculus, you’re getting a kind of 
two for one. You’re teaching someone and you’re learning, you’re getting 
across [to the tutee]. Because I’m seeing how they [tutee] learns at an 
easier rate; then I apply it [the method] to myself when it come to things I 
find hard. You know, like, ‘Oh, OK. That works better.’ I find that from 
me trying to tutor them and teach them things I can see how when 
someone sits down and tries to teach me something, I see how it is. I 
guess I get another view. Like, I understand it a bit more. 
Leadership in Tutoring. Niles, a site-coordinator with Project A recalls his 
unease at stepping into a leadership position. 
I tend to be a person who likes to stay in the background.. .then called 
upon when needed versus having to be the one in the spotlight. I am still 
getting used to that. It’s a position that I can do. But, I do not think I’ll 
ever be comfortable with it or it was different dealing with people my own 
age, different types of personalities. It really made me sensitive to a lot of 
issues but it also made me very, very angry sometimes. For example, 
when somebody would not do what they were assigned to do [tutors] but 
they signed up as an obligation. [Tutors] would stop doing it or I would 
have to help them along. I just got really pissed off at the level of 
immaturity. Whatever the responsibility a lot of them took on many didn’t 
finish ...dealing with the [tutors] was sometimes the hardest thing to do. I 
tend to take things personally... and I took that as a personal slap in the 
face. 
Upon further reflection, Niles comments that through his leadership position in 
Project A, he is able to now communicate with different types of people. He sees that 
% 
% 
his ability to communicate with various people is a skill that he has learned by being a 
leader in the CSL tutoring project and can utilize in his career. Niles reflects: 
[By being a site-coordinator] it’s allowed me most importantly to get 
along with people. When I was in high school I rarely spoke to people. I 
only played football for a short period of time, I never really felt 
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comfortable with the brainiacs. I just needed to find my own group [in 
high school]. [This leadership experience] it’s help me know, I will not 
always be accepted as member of this group [but] it does not stop me from 
being able to interact with them [tutors]. In the [case of my experience in] 
high school, if I could not interact with them [a group of people/peers] or I 
could not talk with them, I could not interact with them. Meaning, I could 
not carry on a conversation. Now I can come up to or approach anyone 
and be able to carry on a conversation. Before I could not do that. I’ve 
always want to correct that. 
Gerry, a site-coordinator with Project B saw leadership as a way to give students 
of color more power in the operation of projects. 
We need to have more Black role models in the school. In my experience 
in doing Project B, I’m the only person of color who’s in a leadership 
position in this program. On Tuesday’s, I’m a regular tutor, Wednesday, I 
drive [for the program], and on Thursdays, I’m a site-coordinator. I’m 
always around these students, three days a week ...the difference between 
me and the other people [site-coordinators] in the program is that I’m from 
this community. 
Kelly, a tutor from Project B welcomed the opportunity to lead although he does 
not have a formal site coordinator position. He states: 
I don’t mind being a role model. I don’t mind my tutee looking at me and 
saying ‘Kelly’s doing okay.’ I want young Black people to see that there 
are other opportunities besides going out there, hanging around the comer 
drinking a forty. You know, doing things like that. You [tutee] can make 
something of yourself That’s what I want them to see and if they look at 
me and say; ‘Well if he can make it, I can make it,’ that’s fine with me. 
That’s my ultimate goal. 
Taking a different approach, Sean, another tutor from Project B, rejects the idea 
of being a leader by looking at it in an authoritative role: 
It’s kind of funny and interesting cause the kids, uh, like they look up to 
you. They try to take on certain things you do. It’s kind of fun; I like it a 
lot. I just want to be friends to the kid; I don’t want to be like the 
authority figure. I don’t want them [tutees] to see me that way. I guess 
they see that so, they kind of have fun with me and feel kind of relaxed 
around me. 
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Mae interjects her thoughts about leadership given by the teachers who are 
cooperating with the CSL project. Mae found it easier to build a set of common 
interests with her teacher. 
We have a lot to talk about. We have a lot in common. I didn’t have a lot 
in common with a white teacher; I would say [to a white teacher] ‘So, why 
are you teaching them this? Is it because of this?’ I can’t, I wouldn’t. I 
would not feel right doing that [with a white cooperating teacher]. But, 
with [the cooperating teacher that I work with], being a person of color 
also, it’s easier to communicate with her and to ask her questions and for 
her to tell me stuff. 
Race. Ethnicity and Gender Identity (DvnamicsV Mena discussed how race and 
gender as important elements of her work in Project B. 
African Americans should get involved in this program. Cause then, you 
know, some elementary schools; all they have are white teachers. I 
remember always having a white teacher in High school besides one 
Black. But, in my elementary school, I had a lot of Black teachers. So, I 
think the schools are actually doing things especially with the boys in 
Project B. They have senior football players who are tutors. They’re like, 
WOW! [Tutees] The first thing, ‘How was your game?’ I think it makes a 
difference. 
A series of questions were then asked to Mena. Do you think it makes a 
difference seeing you as an African American woman in the tutoring project? Do you 
think it would be different if you were White at this tutoring project? Do you think that 
your student would respond the same way? Mena has powerful answers to these 
questions. Mena states: 
I don’t know. I just think that a lot of Blacks should get more involved in 
education, even if you don’t want to be a teacher but, be involved in some 
way.” She then responds to question about her tutee. “He’s from 
Barbados. He tried to tell me when we were reading something and he 
didn’t pronounce it right he tried to say well, ‘it’s because I’m from 
Barbados’. ... ‘but. I’m Batian,’ I said, ‘I’m Black.” I said, ‘But I can 
pronounce the word.’ I said, ‘I’m sure, there’s this girl right next to me 
and she’s Spanish, she can pronounce the word, and I had her say the 
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word. So, from that point on, he never used that excuse. [He said], ‘Okay, 
I can do it [pronounce the word].’ 
When asked how race and ethnicity affect her tutoring experience, Fern, a tutor 
from Project A responded: 
I don’t feel it does because the students that I tutor, they’re all use to 
diversity. It’s not like they go to an all White school, you know like, ‘Oh 
my God, what is this Black person doing here?’ There are all types of 
students and they’re all used to seeing Black people, white people, and 
Asian people; so, they don’t feel it affects them. I’ve tutored all races. 
Fern of Project A was asked whether her race/ethnicity [Cape Verdean] helped 
her to identify with her tutee. 
It does definitely. He warmed up to me instantly and that helps those 
other students like my tutee. He is not a role model, but a lot of students 
watch what he does [especially] his two friends. Some of his [tutee] 
friends saw me getting close to [my tutee] and they’re like, ‘well, maybe 
she’s not that bad after all.’ So, they started coming to me like, one by 
one and asking for help too. So, I guess that [race and ethnicity] kind of 
helps [students to identify with me]. 
Kelly does not think race affects his tutoring experience in a tremendous way. 
But, as he works with tutees from Project B, he notices that the white tutors seem to 
have a different view about Black student achievement in academics. He feels that race 
in view may affect the tutee's experience. He shares his thoughts: 
I feel like any student [tutee] can achieve. As soon as I met my 
[partner/tutee] whatever you want to call him, I automatically just thought 
he was going to achieve. I knew it. I said I wouldn’t accept anything 
other than [his best]. I think when you have people who aren’t of color; I 
think that they sometimes don’t expect that same achievement level. My 
tutee, he’s had a difficult childhood. It’s not easy for him, just like it 
wasn’t easy for me. We all have a difficult childhood. But, you’re still 
expected to achieve. I don’t think because you may live in a poor 
environment [that you can’t achieve or shouldn’t be expected to achieve]. 
You still can read, you still can be united, and you still can hand in your 
homework. You know, things like that. I think some of the students 
[tutors], the white students [white tutors], when they get Black students 
[tutees], when they’re tutoring Black students [tutees], they almost feel 
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sorry. They don’t push and they don’t get them to try and achieve. If race 
plays a problem, that’s where it plays a problem. I’m not saying that 
people [white tutors] do it consciously either. I think unconsciously or 
subconsciously, they [white tutors] feel like, you know [Kelly whispers] 
‘He comes out of a poor neighborhood and he can’t do well.’ So, I think 
that may be a problem. 
Kelly was asked to clarify his expectations and that when he is tutoring does he 
look at his tutees as Black and White or is he tutoring with just whomever needs help. 
He responds: 
I expect more out of the Black student. If I was tutoring a Black student 
and a White student, a) I would expect both of them equally to achieve, I 
mean, that’s just hands down. But, I would be even [harder] on the Black 
student because, I want them to realize, it’s not easy. There are hundreds, 
thousands of obstacles that this one persons [Black tutee] gonna have to 
face. I think if they [the Black tutees] realize that it’s not going to be easy, 
but with hard work, they can do it, I think it sets them upon the right path. 
Traditionally the Black male has experienced difficulty in society and 
educationally. Kelly was asked if because his experience as a Black male why does he 
choose to consistently push the Black student/tutee harder? 
I’ve seen what I’ve had to deal with. I mean when he goes to school like 
5% of the teachers are Black. He’s [tutee] gonna have to deal with white 
teachers and the white students [peers]; they’re not going to be put in that 
lower level because they’re White. They’re gonna get that opportunity 
where they [the white student], ‘obviously he’s not going to be in the 
lower level.’ He’s [white male student] gonna be in a normal level. 
Whereas that Black student, they, he’s going in there [the classroom with 
a] teacher that already is there thinking, ‘well he [Black student] may not 
be able to handle the work.’ 
Sandra, a tutor from Project A, thinks that being African American has had a 
% 
very positive affect on the children that she tutored in the elementary classroom. 
One the teacher that I sometime tutor with [a teacher that she had one bad 
experience with], she is Black. She loves that she has a young Black 
person there in the class to help, because the kids really don’t see that very 
often.. .1 go to tutor, there are maybe three or four other people in the class 
and I am the only Black person that’s tutoring. I think that is encouraging. 
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especially for the Black kids in the class. They can see that it’s not just 
them, it us too [Black people] that are going to college and it's us too that 
are succeeding. It is also us [Black people] that want to help with other 
and I think that it has a positive affect on the kids. 
Sandra’s connection with to her tutee [an elementary school aged girl who she 
consistently works with] has been heighten by the tutee being able to identify with 
Sandra’s race and gender. “[The little girl] said, ‘When I get your age, I wanted to be d- 
d-d-dah,’ [anything you want to be].” 
Sandra saw two levels of commonality: one based on race and one based on 
gender. Sandra explains the child’s response. 
You know it’s because I am a female and she’s a female. I am Black and 
she’s Black. I just think the connection is there more than if she had a 
white tutor. That’s just what I think. I am not a racist, but I do have race 
problems that I am tiying to deal with. 
In Sandra’s view, she is uniquely able to make a profound impact on the child. 
I think I would have a greater influence on her [tutee] than the other white 
girl who goes in there to tutor, because she is me and I am her. I was in 
her shoes when I was at that age. They [white people] can never really 
fully understand us, but I can understand her. 
Mae is another tutor who believes gender may play a role in connection/ 
identifying with the students she tutors, girls see her out when she comes to tutor. “I 
have a bunch of girls [that I tutor]. We always hang out together. I love them... they 
always come and hang out with me. I like that.” 
For Mae, being a role model is part of her role. 
% 
In my class, [my cooperating teacher], she is really glad to know that she 
has people of color that the students can look up to. I like that and in the 
class, the school is very diverse, it’s not an issue of Black and white. 
Overall, Mae assumes that race is not a key issue. 
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The kids I’m working with [race] its no problem to me, because there are a 
lot of Black kids in the class and a lot of White kids too. They [all the 
students] like me. They don’t see, I don’t think when they look at me they 
see a person of color. Because, they [the kids] always think of me as a 
teacher. They always say well,4 Are you a teacher?’ ‘No, I am a tutor, but 
I am a student also.’ They [kids] don’t even see that [race, tutor, student]. 
Yet for those youngsters she works with consistently, her race is important in 
getting kids to open up and speak out. 
Because they have a lot to say, but they don’t say it because they’re one of 
the few minority students in the classroom, but with me being around 
them, they open up a lot and they say a lot of stuff. Sometimes they talk a 
lot of BS, but I say, ‘No, you shouldn’t say that.’ It helps them get what 
they’re feeling out. They [the students of color] would never tell the other 
students [what they are feeling in regards to racial issues], because it 
would probably cause a problem. It does. 
In Mae’s opinion racial factors changed the nature of the tutoring relationship 
she had with Black and white students. 
This certain one white girl, she likes her little alternative music and the 
rest of the class likes hip hop. So, she’s like, ‘Oh, yeah, hip hop sucks.’ 
She doesn’t really talk to me and stuff, like a lot of the other students 
[Black and white]. How the other students are around me, she doesn’t 
really hang around me, because she sees stuff totally different than all of 
us see stuff We like hip-hop. We like all that. It’s just not the same for 
her. We don’t talk about a lot of personal stuff, like joking around and 
stuff. We just do work; with her it’s totally different. But, with the other 
students who have the same thing in common with me, but of a different 
color, we all hang out together. It’s easier for them to [hang out with me]. 
Racism and oppression is not something that we like to discuss, especially in the 
context of a volunteer, community service program. Joi, a tutor from Project B, is the 
most candid about racism in her tutoring project. She shares how subtle it can be and at 
times how it can be overtly obvious that racism is alive and well and living in 
community service learning programs. Joi reflects: 
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Most of the kids we tutor are Black. Well, the majority of them are Black. 
Maybe, there are a few Hispanics, few White kids, and a few Asian kids. 
Most of the tutors are all White on the day that I go. I don’t see the rest of 
the tutors. I see them from the [community college that I attend] I see 
them [tutors] from [one of the other colleges 2 out of the 3 colleges that 
participate in Project B]. Where these kids [tutees] go to school and their 
home life is totally different than the college students [White, middle to 
upper class tutors], who come from rich homes in New York, you know, 
upstate New York their walks of life are totally different. 
Joi continues to describe race/racism and its affect on tutoring in Project B. 
Race affects it [Project B tutoring] in a large way. Because number one, 
well my biggest thing what I saw was [how] some of the things kids say to 
each other and some of the things kids say to the tutors... some of the 
things they [remarks] are inappropriate. Sometimes they shouldn’t be 
said. Sometimes they are [the remarks] racist remarks and stuff. 
Sometimes the college kids will laugh at it. They [tutors] will laugh 
thinking its funny or look at each other and snicker or say, ‘I can’t believe 
he said that.’ I’ve seen this happen and it really bothered me because it’s 
not funny. You know what I mean, instead of correcting them [tutees] 
saying ‘Don’t say that,’ or explaining why you shouldn’t say that, they 
[white tutors] laugh about it. It’s not all of them [white tutors]. They 
[white tutors] make jokes about it and they look at each other and they all 
laugh. Then, when the kids are being tutored, I feel they [white tutors 
think] that some of the Black children they’re lacking in their education. 
OK. Sometimes the college kids [tutors] will say; ‘You can’t do that,’ or I 
mean ‘You don’t know how to do that,’ or ‘you should know how to do 
this.’ I hear things like that in the background and really, in a way, it kind 
of bothers me. 
During a later point in her interview, Joi reveals other situations that condone 
inappropriate behavior from the children and the tutors. She cites cafeteria incidents 
where the tutees ran around out of control and the white tutors were amused and did 
nothing to help change the behavior of the kids. To Joi, this seemed to say, 
% 
In a way they are saying its okay to the Black children to run around the 
cafeteria that’s the way kids are. No. It’s not OK... I feel that [if] they 
[the white tutors] are accepting this [type of behavior] silence is 
acceptance. 
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Joi feels that there are more sensitive approaches to working with the tutees. 
Encouragement verse inequity. Joi is questioning the intentions of the White tutors; she 
provides some solutions or counters to the dialogue that takes place at the Project B site 
during tutoring time. 
[The background dialogue] It bothers me because you don’t tell kids, ‘Oh, 
you can’t do that!’ or ‘You’re suppose to do that.’ If a child doesn’t know 
how to do something, [there’s] a different way to go about trying to say [it 
in a positive/approachable] ‘Let’s look at how do you start this problem.’ 
‘Tell me what you know.’ ‘Show me what you know so that I can help 
you, so that we can go on.’ Some of the remarks that the kids say [is] 
because these kids are from poor neighborhoods. OK. Probably below the 
poverty line; from the urban neighborhood. 
Joi continues to share how the insensitivity and not caring plays the race card 
within community service tutoring. 
They see things [tutees], they hear things, they watch TV, their parents; 
who knows what goes on at home? So, when they come to school they 
bring that stuff with them. They say things that are off TV, that maybe 
they heard from TV or heard from the radio or heard even in their own 
house. [For example] One of the boys [tutee] said his father was in jail. 
Everybody [white tutors & other tutees] were like, ‘Well, what’s he doing 
in jail?’ Its stuff like that, that really bothers me because, I mean [the 
white tutors shouldn’t] don’t laugh, because this stuff is going on 
everywhere in the United States, especially with Black and the kids of 
different nationalities, different races. This stuff is going on and it’s not 
funny. 
Because of the racial dynamics in her project Joi sees the need for more Black 
tutors for Project B. She also shares on what a positive image she would have received 
as a child if she had a role model who shared her cultural and racial identity and her 
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background experiences. 
I feel that we need more Black tutors that tutor Black children. I’m not 
saying that White students can’t do it. I’m not trying to say that it makes a 
big [difference] and I’m not saying that White tutors are less than Black 
tutors. What I am trying to say is that maybe, if they [Black tutees] see a 
Black person; maybe, they can learn from, get from the [Black tutor] that: 
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I was once your age in school. I want you to follow in my footsteps, 
graduate high school; go to college and go on to do whatever you want to 
do. OK. I think when you see your own color or your own kind that 
means a lot it means a lot to me and it means a lot to these children. If I 
would have had a Black [tutor], I had no tutors when I was in [all] those 
schools [referring to the many elementary schools she attended]. I didn’t 
even know what a tutor was [it could have made a difference in her 
education]. 
When discussing race and ethnicity in her interview, Rika felt that her race had a 
big affect with the kids she tutored. Her thoughts were, 
I don’t think that it’s had a big affect because the kids [see] you’re older 
and I don’t think they’re really looking at the color of your skin, its just 
that you’re older. They respect you equally, all the kids. I don’t think, 
they really look at the color of my skin and [then] disrespect me. Just 
because I’m older, you know, they give you respect. 
Rika was also asked during her interview if she felt that her race/ethnicity and 
gender helped her to connect with any specific student in the classroom. She 
responded: 
There is one girl, she’s a Black girl. She likes to talk a lot about music, 
dances, whatever. I think she likes me cause I’m older and I’m her. She 
feels, I guess she feels like she can relate to me because I am a Black girl. 
She can. She also says certain things like [about] her family and things 
like that [to me]. 
Olga, a tutor with Project B is working with a nine-year-old Hispanic girl. Olga 
is also Hispanic. She did not specifically say what her own ethnic origins were. 
Language seemed to be Olga and her tutee’s connection more than race/ethnicity. 
When asked if she felt race/ethnicity help her and her tutee to identify with each other 
she responded: 
[My tutee], she’s Hispanic. It doesn’t, I don’t know [if it helps to identify 
with each other] I never thought about it. We’re regular, we do everything 
regular. It’s no problem [our ethnicity]. I never thought about it [before 
now] I just know that she knows I’m Spanish. This is what’s funny. She 
tells me, ‘Talk to me in Spanish. How will I learn Spanish?’ [Her tutor 
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does not speak Spanish at home as her first language] I go, ‘If you go to 
school, you’ll learn Spanish.’ ‘They’re gonna give you a Spanish class.’ 
‘They give it at college too.’ I emphasize, well I’m in college and I try to 
talk to her in Spanish, so that she goes, ‘Oh, I know what that word is.’ 
That one word. I’m like, ‘OK, good.’ She’s always, ‘Talk to me in 
Spanish.’ ‘I like Spanish.’ ‘I want to learn Spanish.’ That’s the only 
thing [connection I can see with my ethnicity] we get into about me being 
Spanish and her wanting to learn it. 
Maria, a tutor from Project A, is originally from Puerto Rico. She shares her 
experiences of not being native to American culture and shares how ethnicity is now 
apart of her identity. In an on-going discussion of race, ethnicity and gender identity, 
Maria discusses environment as playing a role in how people are treated and how it 
affects the students [tutees] education. 
Before coming to this country, I didn’t have [to] identify with ethnicity. I 
wasn’t Puerto Rican [to other Puerto Ricans], but I was in Puerto Rico. 
It’s obviously what I am but it wasn’t relevant like ethnicity is in this 
country. I came here and I am surrounded by mainly non-Puerto Ricans 
and I realize that I’m very Puerto Rican. There is a large difference. 
Being around these certain people [Americans] undermining my [sense of 
self] these things I took for granted [when I lived in Puerto Rico]. So, I 
actually developed a Latino identity [Americanized]. I recognize certain 
things in communities and here at [the] university and in this society that I 
did not agree with. I felt that even though I had come from a middle class 
[background], I would say privilege because I’m here. Even though I 
came from that background, I think all of those things, [American 
perceptions of the Latino identity and other people of color] concern me 
directly. [The same issues that people of color in the United States have 
concern me, not just because I live here but because of my identity]. 
Previously to coming here, I was much more politically focused because 
Puerto Rico politics are more important and it was more relevant to my 
life. I developed this concern and I say identity in terms of like working 
with my students. I was seeing more of them in me. More of them 
because they were living [in a different environment than I was]. I was 
living in this happy, la, la college environment. Working mainly with 
students of color you realize that no matter where you are and even more 
[so] being in such a quote, unquote liberal place [college town]. You see 
that students of color do not fit in, you know, in the environment. They’re 
kind of like [still on the outside, instead of being included]. So, I was still 
very like critical of it [the environment]. In studying this; like realizing 
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the need of the students [is to] see him or herself reflected in then- 
education, in order for their education to become relevant for them. 
Maria utilized her ethnicity as vehicle to reach other students of color. From her 
perspective race and ethnicity was relevant for the students she worked with in the local 
community. 
I used it [my ethnicity] as a vehicle because if I knew it would allow me to 
help students, if allowed me to reach my students, I would use it because 
that’s exactly what I wanted to do. I was concerned [for the tutees] and 
I’ve learned a great deal with my students [tutees], Cambodians, Black 
students, with Latino students, with Chinese students I’ve learned a lot 
[from them]. They have greatly complimented my experiences here, 
because they gave me a past. Can you understand? The past, I didn’t 
have here [in the United States]. Can you understand how that is 
personal? They gave me an experience that I didn’t have. Talking with 
them and getting to know them better actually gave me a totally different 
point of view and complement the one that I already had. 
Maria shares her skepticism of the current public school system and does not 
meet the needs of students of color. She candidly illustrates this by discussing the 
celebration of Black history month and bi-lingual education, as she understands it. 
Black history month doesn’t do it. The Latino students don’t have 
anything to that extent. The only thing that offers a more multicultural 
approach is bi-lingual education, which is totally secluded from what you 
call mainstream [education]. So, there were some flaws in there [the 
school system], I am very concerned for my students of color, you know 
[this is] very relevant to [their academic] performance. 
Anthony, a tutor from Project A, discusses the stoiy of a third grade boy that he 
works with in elementary class he tutors regularly. The conversation centers around 
how being a positive male role model have helped them to develop a relationship and 
how his gender has helped to make a difference for this young boy. Anthony reflects: 
I find that the kids really listen to what I tell them. Like, I see this third 
grade boy. He’s really a troublemaker with the teacher, you see he never 
listens. He never does his work. Since I’m always with the kids, I’m 
always like; I’m even playing with them, playing tag. You know. Like, 
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‘I’m just so fast you can’t catch me.’ Or, like [when we are playing] 
basketball; ‘You can’t block cause you’re to tall!’ Because I’m involved 
with them [on different levels], they seem to be closer to me. So, when [I 
tell] him, ‘Don’t do that!’ He’ll be like, ‘Yeah, yeah. I’ll be careful. I 
wasn’t going to do it anyway.’ 
Anthony was asked whether he thought the reaction from the third grade boy he 
tutors might be a gender related connection. He responded by saying: 
I don’t know. I mean I don’t really [know]. Maybe. Because there’s this 
other girl that comes in [and tutors] and she’s around my age and he 
doesn’t listen to her either. Maybe [it] has something to do with a gender 
thing or because he’s a boy and he relates better to men. I don’t know. 
Like, at that age, I don’t think he listens to the teacher at all. Because, he 
does things just because you ask him or maybe he sees that because I’m 
cool with the other students [tutee’s classmates] that he feels that [he 
should listen to me]. He chooses that. 
Anthony goes on to share his thoughts about ethnicity and identifying with the 
children that he tutors. He discusses the comfort that it provides for some of the 
children that he works with as well as it helps the children identify with him as man of 
color. 
Because of what I’ve gone through in my life being Latino, I feel I can 
relate more to the kids of color in the class. I mean I’m not prejudiced at 
all. I work, believe it or not. I work with all the kids. But, certain kids I 
guess listen to me more than they would to you know someone who they 
can relate to. So, I guess that relation [my race and ethnicity] really helps 
out when you do the tutoring. 
The Project A elementary class Anthony tutors in has a culturally and 
linguistically diverse range of children. Although, Anthony is a native Spanish speaker, 
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he chooses not to speak Spanish with the children in the classroom. He discusses the 
affects speaking another language had on learning to build his own English vocabulary. 
My class basically has everything [culturally and linguistically diverse 
children] you can think of. I first was sent to work with a Chinese boy. 
At first he was shy. He was like talking in this high-pitched voice for the 
first couple of days [I worked with him]. Then after that, he talked 
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normally. I don’t see kids coming up to me like, ‘Oh, no do you speak 
Spanish?’ You know something like that. Then they try to speak to me 
in Spanish. For the most part, I try to talk to them in English cause I don’t 
know. They’re in the school to learn. The parents should teach them that 
[their first language at home], I don’t know. That was my fault 
[problem]. I feel like, it’s affecting me now, because it’s affecting my 
vocabulary. My vocabulary isn’t very extensive as the kids who were 
bom here. You know, because I learned another language and I was 
brought here at a later date. 
Anthony speaks about how language has connected him another male youngster 
in the elementary class. He discusses what a strong relationship they have created 
through their race and ethnicity. 
There’s this other little boy. He just came up from another school and I 
guess in the school system he was in before, he was kind of behind. In the 
school system he’s in now, he speaks English like, all right and he has 
good reading skills. But, it’s noticing the adjustment that makes me want 
to help him. It’s just that he doesn’t know how to multiply and it’s really 
like division. I find him some funny exercise, to give him [a chance to 
relax and learn]. Then I show him the way I think will help him learn it 
faster. Or, the easiest ways [to learn], I just try to relate everything to 
their world and [it helps] make him understand it [math] better. I think he 
[identifies with me] because [we are] of the same race. And, because we 
both speak the same language. I guess because we’re a team and like we 
both, I’m saying like we [have the same] color of our skins. He’s always 
coming to me for like for anything. He’s always calling on me instead of 
the teacher whenever I’m there. I think he can definitely relate to me 
more because, not only the race but also you know the gender. I think age 
has to do with it [the connection of their relationship] more to because the 
teacher is you know kind of old. I don’t know. I think that he sees that 
I’m [able to] play with him, so I have more energy. 
Like several other tutors expressed, Anthony shares that he really wants to help 
out other students of color succeed in school. Since he has experienced many of the 
same difficulties that they are currently experiencing he prefers to work with the 
students who need the most help. Anthony shares that is works with all students and 
treats all of the students the same he continues the on-going conversation about race and 
ethnicity. 
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For the most part I try to treat everybody the same. I don’t favor anyone. 
I don’t just try to help [certain people]. I mean, there are always 
preferences because you know some kids you like better than others. I 
feel that because I want to help out my community, I want to help other 
that have gone through what I went through. Which means, adjusting to a 
new language and adjusting to a new environment. Because of that, I do 
feel that I’m attracted to tutor kids of my own race at times. I see them 
coming at me [needing me] as well, just as everybody else in the class 
does. I think it affects [our connection, students of color] in a way that, I 
guess it is more preferable to them. 
Anthony reexamines whether he could teach everybody in a classroom fairly if 
he was a teacher because of his previous statements. 
I think so because I see it now. I treat everybody the same, like if 
someone calls me [to help], I try to teach them [all of the children in the 
class] the same way. I don’t see them any different. 
Anthony also shares what he thinks about racism with the children that he tutors. 
In his thoughts and his knowledge of racism he does not feel that the elementary 
children really know about racism and feels that it is taught to children when they are 
older. He also shares his family experience and racism. 
How do university/college students of color describe their experiences in 
education and in community service? Racism is put into their minds as 
they get older because of everything around them. [When they are this 
age] they are just playing, watching cartoons, doing their multiplication 
tables or thinking about what snack they’re going to have at break. 
They’re not looking at each other’s [in terms of] colors. Cause when I got 
there [at the tutoring site] thought I was Chinese or something [other than 
Spanish]. You know. Some of them, they thought I was Asian, so that 
right there tells you that they’re not really [noticing or caring]. They still 
relate to me the same way [as] when I told them I was Latino as when they 
thought I was Asian. I think that it all has to deal with how they’re 
brought up and what they see and experience. Obviously. [For example] 
If there’s a Latino in the class and he’s a boy at that age [elementary 
school age] as he starts going through racism people treating him 
differently than they do others and then you know, he’s [the Latino boy] 
probably gonna start becoming the same way. With me, my father’s pretty 
racist and I see I don’t want to be like him. I wouldn’t say anything. I just 
tell him and I think to myself, ‘He’s wrong.’ I can’t see why it would be 
that way. It would just be a matter of how you see things, I guess. 
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Research Question Two: Does participation in community service tutoring affect the 
attitudes of universitv/college students of color toward their college education? 
Present Experiences Tutoring in Project A & Project B. Research question two 
investigated to what extent, if any participation in community service tutoring impacted 
on how college students think about their college education. Two distinct themes 
emerged from the data. The first theme was looking at tutoring through the lens of a 
student in college organizations; tutors had much to say about schools as organizations 
and systems. The second theme that emerged was whether or not community service 
learning at colleges and universities should be a requirement for all students. 
Tutors’ Experience in Schools as Organizations and Systems. Kelly, a tutor 
from Project B has been tutoring middle school children for one academic school year. 
He reflects on how Project B has impacted his educational experience and how different 
the middle school experience is for kids today. 
What it [CSL tutoring] has given me is the opportunity to interact with 
students, it’s given me a hands-on training that I haven’t had. That’s it 
[how CSL tutoring has impacted his experience]. The people, the students 
I work with are students that I want to teach. I want to teach middle 
school. I’ve been working with the middle school students and its allowed 
me to get a flavor of how today’s young people are. It’s mean. Kids have 
changed. When I was in middle school, it was so innocent. I was so 
naive. How old are you in middle school? I mean, you’re like 11, so you 
don’t know anything. Today’s middle school student, they’ve experience 
so much more. They’re practically, they have the experience, I think of 
maybe a tenth or eleventh grader. It would be hard to be a middle school 
student now. Last year when I started tutoring my tutee on his first or 
second day, he was talking to me about sex. I’m saying to myself, ‘Uh, 
you’re like in the sixth grade.’ I’m saying, he’s asking me something 
about, do I know what sex was and I’m like, ‘what?!’ I’m a grown man 
(laughs) and I didn’t know how to respond. That illustrates just how 
difficult [middle school] is now. When I was in the sixth grade that was 
the last thing I could even think about. I’d never even thought about it; my 
biggest decision was chocolate milk or white [milk]. 
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Kelly has developed more concrete opinions and perceptions about how schools 
function since tutoring with Project B. 
I see that as a teacher I want everybody to succeed. But, I can’t help but 
identify with the Black student because I am and I have been there. I 
really want to press that student [that he tutors] because; I know that a lot 
of white teachers don’t. [I know] because of my experience. I’m not 
saying that it’s all white teachers and all that stuff. What I am saying is, 
look at the numbers... tracking numbers, I’d say 75%. If you go to a very 
diverse school, let’s say 75% of the Black children are in the lower half of 
the tracking sections. 
Kelly continues to challenge tracking in the school system: 
There is something there, it’s not because we can’t do the work [Black 
student school achievement]. Maybe they don’t want to take the time 
[school systems] and maybe they just go on those old stereotypes [keeping 
the system from changing]. Maybe it’s a combination of things. I know 
that. Am I saying ‘every Black child is gifted?’ No. Am I saying ‘every 
white child is gifted?’ No. But, it just seems that there’s a huge 
discrepancy. 
Fern draws a distinction between her high school experience compared to what 
she now sees and experiences as a tutor in a public high school. Although she is only 
18- years-old and has only been out of high school for a short period of time, Fern sees 
that not all high schools are the same: 
I realize that a lot of high schools are different, but I don’t think they 
should be. I don’t think every school should be ran with a strict dress code 
and all this other stuff, but I think they should be a lot more disciplined.. .1 
had this idea of high school being disciplined. When I went to the high 
school that I tutor in, like I was saying I compare. This school, it’s not a 
mess but it’s just, it needs a lot of drastic changes because these students, 
they think they can get away with anything. In my class [in her high 
school] I listened to my teacher because that’s my teacher. I respected my 
teacher. That’s the person who’s gonna help me become what I want to 
be. 
Fern further assess’ the condition of where she is tutoring by saying. 
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When I tutor, I sit there and there are students talking to each other while 
the teacher’s teaching. There are students who are throwing things at each 
other, walking in and out of class, you know, ‘can I go to the bathroom?’ 
[Kids] just grabbing the pass and walking, I know for a fact they didn’t go 
to the bathroom. This school has no idea of what’s going on, they [school] 
just think its normal. This school [tutoring site] is a mess. If I could do 
something about it I would, but I’m just a student right now, a freshman. 
Mae a tutor with Project A reflects on her experience with tracking and how it 
operated within her life. 
I was tracked. I always thought it was a good thing. Right. It is a good 
thing for me, I thought. Then I didn’t really think of it as the way I do 
now. Since we did it [studied it] in Project A, um, I always thought it was 
easy. ‘Oh these people don’t have to do anything to be a teacher, just go to 
school and stuff and the system is easy, blah, blah, blah.’ Now that I am 
working inside the system, it really gives me hands-on experience. I can 
see, I see really different stuff that I never thought about because, I was 
tracked into Academy class. I thought, ‘Yeah, it was good.’ But, I didn’t, 
I never thought about how the other students would feel. My friends were 
really down. They would say, ‘Oh Mae, you’re so smart; you shouldn’t be 
hanging with us.’ Stuff like that. I would say ‘Whatever, I am just in this 
class.’ I didn’t think nothin’ of it, but, now I’ve learned [especially after 
our Project A class] did a presentation [on tracking], I really see what it is 
about and how other people would feel, [before] I didn’t think about it, 
now I see how it is. 
Rika commented that tutoring in elementary school affected her perception 
about tracking in schools. 
Maybe it’s the because of the particular school that I was in, or tutoring. It 
was just like the tracking thing, the school that I went to like tracking was 
big, a big thing. Everyone was put into groups [ability groups]. But at 
this school, the kids really aren’t tracked. Everyone is alike. Well, that’s 
the way it seems to me. They’re all doing the same work, the same levels. 
I’m just comparing it to my high school experience. 
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Tutors commented on how tutoring relates to themselves and to their college 
experience as described by the following statements. 
Sandra recalls that the teacher in the classroom where she tutored made a 
difference in her college experience. 
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One of the teachers, she’s very encouraging. When I came here, I didn’t 
really have anyone there [for me] that was always encouraging me... like, 
‘Always try my best.’ ...The one teacher, she’s always encouraging you. 
She’s always telling me everyday, ‘You can do this. You can be anything 
you want to be.’ So, it’s helped me. 
Overall, Sandra believes that tutoring has made a great difference in her college 
education. 
When I came [here] in my first semester, I didn’t do well at all. I was just 
goofing around hanging with everybody and I didn’t do well at all that 
semester. But, this semester when I started doing Project A, it’s like my 
whole outlook changed. I actually wanted to be a success. I wanted the 
kids to see that I was actually being a success. So, Project A helped me to 
really change my outlook and look towards my future. 
Olga, a Project B tutor, is currently in the general studies curriculum at her 
college. She is highly interested in Early Childhood Education. On a scale between 
one and ten Olga, rates the impact of her CSL tutoring experience a ten on her college 
experience. She simply states, “It makes me want to keep working with children and it 
makes me want to keep going for it [academically].” 
Niles describes his CSL experience as he relates it to his own college 
experience: 
I think it became more clear by having that experience. For me school has 
always been a very touchy subject. I know it’s a necessity but, I’ve never 
liked it, I don’t think I ever will. I know [school] its something I have to 
have so I just try and get through it the best way I can. [CSL tutoring] was 
something that helped me. I think it was something that’s already been 
their, its just something that needed to be developed more. I needed to 
know what it was like to be given responsibility, which I’ve never really 
been given before coming to college. Pretty much my life has been 
dictated to me up until after my freshman year in college. After that, I was 
left to basically fend for myself. I needed it; it helped me out in many 
ways: how to grow, how to learn and how to fend for myself. I 
appreciated that.... Its’ helped me. I’ve grown. At least I think I’ve grown. 
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Being involved with CSL tutoring has been an avenue for Joi, a Project B tutor, 
to see what she likes and doesn’t like about education and teaching in general, because 
it gives her a chance to interact with elementary school children. On a scale between 
one and ten, CSL tutoring has rated between a seven and eight as an impact on her 
college education. Her reflection: 
When I first started here [at the community college I attend], two years 
ago I was open to everything. I mean, computers, education, medical 
field, law enforcement, criminal justice, everything. But, then being in the 
general studies program that I’m in, I take a little bit of everything, 
science, math, computers, everything. So, that gave me an outlook on 
what I like and what I don’t like. But, starting this tutoring program, 
Project B and being in interaction with younger children in elementary 
school by tutoring them... I see a lot going on [such] as with their [the 
tutees and her tutee] home life, their education, the way they interact with 
each other. You know what their thoughts are, what they’re being taught 
at home and what they’re being taught at school. 
Mae cited some specific personal change after tutoring. 
I really see how hard it is to be a teacher; you have to have [patience] to be 
with children. The type of patience it takes to be with children, you have 
to have a certain mentality to be able to deal with children and stuff. I like 
that. It gives me; it makes me more patient. Because [I am] dealing with 
those elementary level kids, I have a lot of patience and a lot of knowledge 
of what the situation is, so what is given back to me is patience. 
Gerry, a tutor and site coordinator with Project B explains the necessity of 
having a “hands on” experience relates to a theory in practice in his academic career. 
I believe that it’s necessary that you take this course, I mean you should be 
involved in Project B. You’re sitting here doing all these theories but, if 
you don’t apply these theories, they don’t really seem real. I mean it’s all 
in your head but, once you get out here and you use these things [theories] 
you see whether they work. Then you start to see that, hey this is kind of 
true, there’s some meaning to this theory. 
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Maria, a tutor from Project A rates the impact of her CSL experience on her 
college career a ten. Like Gerry she shares the power of having a hands-on experience 
during your college matriculation. 
It was a great time [tutoring] because it’s a ‘hands-on’ experience. I think 
it’s a ten, no matter where I see it from [the point of view of lowlights or 
highlights]. Because the experience is different every time [you tutor] and 
it’s actually what I make out of it [the more effort I put in, the more 
rewards I receive]. 
Anthony, a Project A tutor, who works with elementary school children, 
discusses what it is like being a first generation college student in his family. He shares 
the experience of what it was like to come to this country and not speak English and to 
maneuver through his own educational experiences without parental support. 
Well, I can remember the way I used to look at things before I got to 
college. I used to think, ‘Oh my gosh.’ It’s gonna be so hard. I was in a 
school that prepared me for it [college experience]. But, so much went 
blank [my memory of what to do]; which I guess is the situation [that 
happens] whenever you get yourself into something that you never 
experienced before. I wish I would have had someone there to tell me 
about it because I think I would have been a lot more prepared for 
[school]. Not just college, but high school and before that. I think, 
[having] a sibling [to help with the school situation]. An older sibling 
because I have friends who have older siblings who tell them about it 
[howto deal with life’s questions and experiences]. 
Anthony is the oldest child in his family, so as much as he wished for someone 
to help him get acclimated and to understand the school system he is the one who is 
there for the younger members of his family. He shares how the role of education has 
played out with his parents. He shares his self-confidence in becoming a first 
generation educated person in his family. He reflects: 
I became very independent as soon as I stepped into this country, because 
my parents didn’t speak any English. So, I had to learn the language on 
my own and I had to take care of everything [family needs] basically for 
awhile. 
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Because, they [his parents] know what it is like to grow up in 
Guatemala but they don’t know what it’s like to grow up here. That’s 
something I had to go through by myself. I’m doing it. My father 
dropped out of school in the middle of sixth grade because he had to work. 
You know that was something he had to do. My mother, she finished high 
school and started a semester in preparatory school [he was unsure of the 
next step of education his mother had-college]. I don’t know if she ever 
was in a university or anything like that [when we lived in] San Juan. But, 
she never went through what I’m going through either. So, I’m basically 
the first [person] that’s stepping out [going all the way in my education] in 
my family. So, everything that I’m doing now, I’m doing it blindly 
because I can see what I want. I can see what I have to have. I’m 
confident that I can do it because I’ve done so up to this point. 
Community Service as a Requirement for College/Universitv Students. Par¬ 
ticipants of this study were asked to comment on whether community service should be 
a requirement for college students and if so why. Students were also asked to comment 
if they believed CSL tutoring should required for students who major in subjects outside 
of education. Receiving credits for community service or volunteering at colleges and 
universities is a controversial subject. 
Mae brings this to the attention of the researcher. She tells of how she became 
involved with Project A on the advice of friends and the dialogue that surrounded 
joining the project. 
My friends, they told me it [Project A] would be a good experience to help 
other kids and stuff. I like working with; I love kids. I love children a lot. 
Plus for the credit. .. .My friends, Sandra was the one, who said that we 
should do it [participate in Project A] because it would be easy and we get 
3 credits, easy class and we just did it. “But, I did it because I wanted to 
experience how [it felt to] be a teacher; because, I was always the 
troublemaker, the jokester in the class. 
After participating for a period of time, Mae has changed her mind about 
volunteering to get easy credits. She shares her newfound thoughts: 
I love those kids. I like being there all the time. I don’t think about the 
credit anymore. I really like being there. I like helping the kids. Cause 
when I first got there, it was like, ‘Boy, why am I here? These kids don’t 
even need my help.’ But, then I stayed and I really saw that they needed 
me and it felt good. 
Mae commented on the fact that she felt that community service or a mentoring 
project as requirement in the field of study that she is interested would have a positive 
effect for her and other college students. She did not mention whether CSL tutoring 
should be a requirement for education majors or any other major at her university. 
Yeah, I think that would be a really good experience because if, you have 
a bad experience or you could really say well, ‘I don’t like this. I don’t 
want to be this.’ So, I think it’s really good to have those kinds of 
programs. So, you can test your abilities in it, to see if you really want to 
be in that type of field. 
Niles, a Project A tutor, felt that students should be encouraged to participate in 
community service but not as a requirement for individual majors or as a graduation 
requirement. He states: 
It should be part of the academic environment, but, then again I have 
misgivings on that. A person should not have to be forced into community 
service, volunteer service in order to graduate. It’s not volunteer work at 
that point; it’s a requirement. I sometimes believe that if you force 
somebody to do something, they’re doing it because they have to. There’s 
no real commitment. They’re doing it to get through it. But, when you 
volunteer for something you’re putting in your own personal time, it takes 
on a totally different meaning. So, I’m still kind of on the fence. I know 
that there should be something dedicated or encouragement to participate 
in community service events but it should not be a requirement in order to 
graduate or in order to get through this major. I don’t feel it’s necessary. 
Sean, a freshman Project B tutor, commented that he felt CSL should be an 
academic requirement for education majors; it is not currently a requirement at his 
college for his course requirements. “I think it should be, I don’t think it would hurt. 
Because it gives you the experience, I think. It will give you like more of a hands on 
experience.” 
Gerry, a leader in Project B, believes that CSL should definitely be a 
requirement for education majors. At his particular college it is a requirement to be 
apart of this volunteer project if you take the Growth and Development course. As a 
part of this class, students keep a journal of their volunteer experience showing the 
psychology perspective and the theories that have been learned from working with the 
project. Gerry comments in-depth about why this Project should be a requirement for 
education majors. 
I believe that it’s necessary that you should take this course. I mean, you 
should be involved in Project B. But, I shouldn’t be fun because you’re 
sitting here doing all these theories. But, if you don’t apply these theories, 
they don’t seem real. I mean, it’s all in your head but, once you get out 
here and you use these things, you see whether they work. Then you start 
to see that, hey, this, this is kind of true. There’s some meaning to this 
theory. But, hey this doesn’t quite work here. You know this is kind of 
on point but it’s not on point. Maybe just to add a little something so it 
gives you a chance to like create your own theories. I mean, find ways for 
you to work and so all the while, you learn new techniques and how to 
teach them and deal with things. 
Mena, a Project B tutor comments that students who are education majors at her 
college are required to do field work, but that fieldwork is volunteer work or 
community service. At her specific college, students don’t actually need to work with 
children. She comments on CSL tutoring being a requirement for education majors but 
fails to mention whether she thinks it should be a requirement or should credit be 
received for volunteering. Mena comments: 
There wasn’t any other tutoring program available to any student at [my 
college] campus. I do know that all the education majors have to do field 
work. Which means its just volunteer work at any community service 
program. So, you don’t actually deal with kids. If you weren’t an 
education major, I don’t think you would ever know about it. I think right 
now that they are tiying to make Project B hooked up like an extra credit. 
Where if you do it [volunteer], you can get [credit], it can go towards your 
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major as in education. It’s definitely [on a] volunteer [basis]. You know 
if you have the time and you’re willing to be in the program. 
Fern, a tutor from Project A, has been a past recipient of CSL tutoring. She 
comments on CSL being a part of her academic requirement and explains if it should or 
I shouldn’t be. 
• 
It’s not a part of my academic requirement. I’m just taking it to see if 
that’s what I want to do. But, should it be a requirement? I don’t think so, 
like maybe for some people it should. To me, I see it as a way of getting 
to know if you feel this is the field that you should go into. Most of the 
people that I tutor with they are all grad students. They’re all taking a 
tutoring class just to get their experience in a classroom. I think that’s 
good. Cause most of us, that’s what we’re there for; to get the experience 
and see you know, is that what I want to do. Is that the grade level that I 
want to teach or whatever. So, I don’t think it should be a requirement. 
Additionally, Fern reflects about tutoring as a requirement. She states: 
Mostly everyone I talked to about this, [says that tutoring] it has just been 
an enjoyment. We didn’t feel obligated to do it. I don’t feel it should be a 
requirement because [we] all enjoyed doing it and I feel that if it was a 
requirement, I don’t think you would’ve gotten so much satisfaction from 
it. Cause not all people [share the feeling] like, ‘I’m gonna go and tutor 
kids.’ Some people might [feel] like, ‘Darn, I don’t want to tutor but I 
have to cause it’s a requirement. All the people there now, they’re doing it 
because they want to. I’m doing it cause I want to tutor. Because I want 
to see if that’s what I want to do. 
Joi, a tutor from Project B, who is currently following a general studies course 
load, contemplates whether CSL tutoring should be a requirement for her major. She 
comments. 
That’s a hard question. In a way yes and in a way no. In a way no 
because General Studies is not geared towards anything. It’s like, general 
studies/liberal arts is a little bit of everything. I would say no. Cause no 
one should have to make you want to give back. You know, to your 1 community and tutor. So, no one should make you do it in General 
studies. 
116 
When Joi was asked if the education majors should be required to do CSL 
tutoring as a requirement, she responded positively. Joi said, 
Yes. I do think so because if that’s gonna be your major course of study 
then you need to be with children. You need to be with them, [involved] 
academic wise and play wise. You need to be with them. Ifyouwantto 
teach them, any of those subjects [math, English, science and history]. It 
should be a requirement. 
For Anthony, a pre-engineering student from Project A, CSL tutoring is not a 
requirement; it is a general elective. Taking the class and volunteering did nothing for 
Anthony’s academics but he still felt that it was very worthwhile project to be involved 
with. Anthony did feel that community service learning would be a good requirement. 
He made no mention of exactly who this course should be a requirement for. Anthony 
comments: 
Yeah, [it should be a requirement] because I think it’s made me see a 
different view of things. Like, kind of like, sort of like, going back 
[looking] on myself. Going back to see where, where I was at back in the 
day. I see what I’ve gone through and what, how I’ve gotten here and 
why; and what’s made me go through [difficult times]. What has pushed 
me. I look at the kids and think, ‘Oh, I remember that. I remember what 
it made me do and I remember how it affected me [then] and [how] it 
affects me now. 
Rika, a tutor from Project A, felt that CSL tutoring should not be a requirement. 
She shared the same views as several other participants in the study. Rika comments: 
No. I believe, I think it shouldn’t be a required. It should be something 
that you should do if you want to do it. I don’t think [a person] should 
have to tutor if you really want [to]. I mean it’s something thing that, I 
think for people that really enjoy being with kids and who want to 
experience that. I don’t think that it should be a requirement. 
When Rika was asked, if CSL tutoring should be a requirement for education 
she also shared the same response of several of the other participants in the study. Rika 
responded by saying, 
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Yes. Because it’s like kids, all your interactions are with kids. You’re 
getting the experience of being around the kids. So, I think it’s a good 
idea if you’re an education major. Especially if you want to be a teacher 
or something like that. 
Olga, an early childhood education major, tutoring for Project B, felt that CSL 
tutoring should be a requirement for education. She also felt that tutoring benefited all 
college students no matter what major but is not sure whether CSL tutoring it should be 
a requirement for students in other majors. She shares her thoughts: 
Yes. [CSL tutoring should be a requirement for education majors]. 
Because, it’s like you’re interacting with the students, the kids. Let’s say, 
if you don’t go into this major. Ok, you’re like, ‘Oh yeah, little children or 
whatever.’ You don’t know anything about children, you haven’t had any 
kind of relationship with children and teaching or anything, and you’re not 
going to know. If you are pursuing [teaching/education as a major], 
you’re going to say well, ‘OK. This is really hard.’ Children you know, 
have different personalities. Some can be difficult to work with. Some 
[college students] they need to be first in a program dealing with children, 
so they can learn about children and how they think and what they 
[children] like to do. You know, to major in it [education]. 
Olga was asked whether biology majors or business majors should be required 
to take CSL tutoring. 
Yeah. They should because science, people, humans, that is science. 
Psychology is science isn’t it? It’s like science, right? You’re learning 
about the way we think and stuff like that. You want to know about a 
child’s behavior. Right? You have to know everyone’s behavior in 
general [Business majors]. You learn to deal with people, children are 
people. [But] I don’t know [if it should be a requirement]. 
Research Question Three; How does participation in community service tutoring affect 
the attitudes of universitv/college students of color towards careers? 
Future Thinking & Connections/Personal Meaning of Tutoring. Research 
question three looked at how participating in community service tutoring impacted 
college students of color thoughts about future career directions and choices. Tutor 
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participants commented at length on how their experiences affected their career 
thinking. Their comments revealed three distinct themes: teaching as a career; tutoring 
children/pursuing careers outside of education; and, college students who are undecided 
about their career choice. 
Teaching as a Career. Through the leadership of the college and Project B, 
(jerry discussed how they helped to shape and his education choices into a career 
choice. 
Last year when I was at [the community college], I didn’t know what I 
wanted to do. I thought like I’ve already heard from people. Do a degree 
in counseling, go work in the prison system, make some money and help 
other people and all that. One day someone told me [commenting on the 
problems he had as a youth], ‘Say Gerry, you know what, you have no 
record in your file. Out of all the things you’ve done, you have no record. 
You can do anything. You need to think about doing something else.’ My 
advisor was saying, ‘Gerry, you know you’re always talking about how 
your life’s going on and you’re always talking about how you to think this, 
[pondering different education and career choices] why don’t you go to 
school. [You should] become a teacher, but more than that get an advance 
degree and get yourself in a position to affect change.’ Gosh, wow, that 
was it. Like when that light went off and I looked at the idea of me being 
a teacher, you know the light went off. I knew what I wanted to do. Now 
how do I become qualified? Like I said, [another school had] a good 
teaching program for people with no money. I knew I couldn’t afford to 
come here [the school he is attending now]. When I got here in Project B 
and then started going to education classes and then being around teachers 
and knowing [teachers] that now I wanted to be a teacher. 
Gerry spoke of a larger connection between a career in education and overall his 
life experiences. 
Before I wanted a career to benefit the large society and make a lot of 
money. Today, I choose to follow a calling. You know, so I can do things 
for people and at the same time, do something for myself. I mean, you 
know, money rates up there with oxygen. You need it to survive in this 
society, of course. But, I can tell you that my journey has taught me one 
lesson, even though this school year I had no money. On a good day, I 
had one dollar. I’d buy a 25 cent loose cigarette, 65 cents for the bus 
home and 10 cents for emergency phone call and my lunch in my bag. I 
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was neatly dressed, so I had everything I needed for food, clothing, and 
shelter. But, I didn’t have what I wanted, but I did have everything that I 
needed and I never had so much freedom in my life. There’s days, I can 
tell you one of those days, I came to school, no money. Flat broke, I didn’t 
have a dime on me. I am so free, and so happy, and I feel so secure, and 
so alive. So, this whole thing [experience] has been great for me and is 
right in line with what I want to do [teaching to benefit society but not 
making a lot of money]. 
Kelly, a Project B tutor, connected his school experience, college experience, 
and CSL tutoring experience to his future career choice. Both Gerry and Kelly speak of 
a sudden realization that teaching might make the most sense for them. Kelly reflects: 
I feel the reason I’d like to get into education is I feel that it’s the way I 
can reach most young students. I know people are giving me an 
opportunity to be here, to be on the path to success.” “To be honest with 
you, I’d say two years [is the amount of time I was interested in becoming 
a teacher]. My situation isn’t unique. I went to school here [his current 
college] a long time ago. I went to [his current college] then I left school. 
I didn’t graduate. So, I left school and I had a job in Boston. I had a good 
job in Boston working downtown, corporate [the type of job he had]. Suit 
and tie everyday that just didn’t appeal to me. I didn’t like the 
backstabbing, back fighting, and no one taking responsibility, [and other] 
things like that. Then one day it dawned on me [the realization that he 
wanted to become a teacher]. Boom! Because, I would see young Black 
people coming into [where I worked] interviewing for a job for a position 
that required little to no education. But, I would see them come in and I 
knew how I was raised and how I knew if I was going to look for a job 
how you’re suppose to present yourself. Some of these young people 
weren’t presenting themselves positively. There were times when I 
actually would tell them that you may [want to change], I didn’t want to 
offend anybody because I didn’t know their needs. I would come in and 
say, ‘You may interview better if you didn’t come in with the hat on or if 
you wore a tie.’ [I would say] things like that. My own mother taught me 
all that stuff. So, that’s why [I want to be a teacher]. Once I did that [I 
wondered], ‘How can I help people? How can I help young people? How 
can I help young Black people in particular?’ I thought that probably the 
best way is through being a teacher. So, that’s why I left [my corporate 
job]. I said to myself, ‘Well, I need to take care of myself first, so I called 
my old college and I came back. Now I am about to finish [my 
coursework]. 
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Mena is a Project B tutor who is now an education major. She is currently 
pursuing a course of study in early childhood education focused on K-8. Mena 
expressed that she would like to go further with her own education and later pursue a 
Master’s and specialize in Special Education. At length, Mena spoke about why she is 
considering a career in education. 
At first my major was nursing because I wanted to take care of someone. 
But, it just didn’t work out. I figured I always want to work with kids, 
cause I always wanted to make a difference. I mean as child, you learn 
that you can learn anything. When you’re an adult, you think you know it 
all. So, I think I can make a difference. You know, I can talk to a child 
and say, ‘Listen, I went that route. I tried that and that’s not the way to 
go.’ You know, so, that’s why I feel like I can make a difference. 
Mena comments on why she is so interested in further pursing a career in 
education in specific working with students who have special needs. She discusses the 
need for her work to be challenging on a regular basis. 
Special Education isn’t always considered a severely retarded kid or 
someone that can’t hear and someone with a problem; someone that needs 
special attention in some kind of way. That could be any child. I really 
chose special needs because it’s a need. It’s something that would be a 
challenge for me. I’m the type of person— I don’t like just to succeed in 
something. I want a challenge. I want something that’s going to 
challenge me everyday. Something I can get up and say, ‘Whew, all right. 
You know, try this today.’ I really want a challenge. I mean, I think 
sometimes life can be a challenge [itself]. I like to go through the 
challenges and I think [working with people with] special needs is 
definitely a challenge. 
Mena as an African American woman shares here thoughts about the lack of 
encouragement African American children receive from their families to pursue school 
and life with all their effort and ability as a reason that she is interested in teaching as a 
career. Mena speaks of what she recalls from conversations with her own family 
members. 
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For one, I believe that a lot of people like me [African American] don’t 
believe in education. It’s like I have this thing where I always say to my 
friends. You know, a lot of parents teach their children, ‘Just finish high 
school.’ You know, ‘Get through high school.’ I remember my 
grandfather saying to me, ‘Finish, if you just finish high school. I’ll buy 
you a car.’ You know, we never tell our children, ‘Yeah, you go through 
high school, you succeed at it, be the best you can be. You go through 
college, finish college, and be the best you can be. Buy yourself a house 
and some land and get your career started. And probably by then, you get 
married and then you have kids.’ You know, we tell our kids, ‘Oh, just 
finish high school.’ You know, ‘Finish high school. At least you got that. 
Then you can get a job.’ 
Mena further discussed breaking her families’ cycle and how that relates to 
staying focused on school and a career in education. She shares that today families do 
not encourage their children to use all of their potential. She discuss this in the way that 
she visualizes children from white families are encouraged to excel in school and life. 
My mom had me young. My grandma had my mom young. I broke that 
cycle. I’m twenty years old. I don’t have any kids. I’m waiting. You 
know. I’m really focused on school and I want to do it that way. It may 
not be perfect. I may not have the perfect life. I mean, house and all that. 
But, at least I know that I planned and did it the way it should be done. 
I’m not saying that’s the White man’s way and I’m not racist or anything. 
But, I do like their way of teaching their kids, you know of going to 
school. Complete school as far as high school. Go to college, complete 
college. You know, do it for yourself. Be successful. You know we 
don’t do that [as African Americans]. A lot of classic [traditional values] 
families don’t do that [give positive higher education encouragement]. 
Tutoring Kids/Pursuing Careers Outside of Education. During the time of this 
interview Sandra, a tutor from Project A, was leaning towards a career in business, 
“economics or finance,” which meant a good job on Wall Street. Since she was a first- 
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year student who had not yet declared a major, Sandra was still considering 
education/teaching as a possible career choice. Sandra “loves children,” in part because 
of her experience taking care of her thirteen nieces and nephews. But as Sandra 
contemplates education, she is concerned about the lack of earning potential. “I want a 
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job that I love that’s gonna make a lot of money, and to be honest I don’t think 
education is going to make me a lot of money.” 
Sandra goes on to tell how her experiences with Project A allowed her to see 
career possibilities. 
When I came to [this university] as a freshman, which I am now, I didn’t 
know what I wanted to do. I am still debating, so what I decided to do 
was everything that interests me. So, because I like kids...Project A [was 
my choice]. [I decided] it would get me involved with the kids and it’ll 
help me see what teachers do; it would give me some type of experience 
and I could see actually what I would be doing if I choose that as a career. 
Mae, a freshman tutor from Project A expressed an interest in being a research 
biologist. Her academic plan was to begin by getting her bachelor’s degree in 
biology/science. To further her academic goals she would go to graduate school and 
then to work for the Center for Disease Control (CDC) in Atlanta, Georgia. Mae has no 
intention or goal of becoming a teacher or working in the education field. 
Mae expresses that although she wanted to experience what being a teacher felt 
like, her view of teaching has not changed since she was a younger student. 
I’ve never really thought about being a teacher of any type. I always liked 
science. I always thought teaching was hard; because, I as a student, I was 
a trouble girl, troublemaker. ‘Oh my God, I would never like to be up 
there; trying to teach kids like myself.’ That’s a frightening experience. 
Rika’s involvement with CSL tutoring Project A was based on her interest in 
working with children and not on exploring teaching as a possible career. “I got to 
interact with the little kids and just the idea of tutoring the kids [was interesting].” Rika 
continues by discussing career interest. “I’m interested in the marketing field. I’m not 
considering a career in education because I really want to work in the business field. I 
mean, I like children, but that’s not what I want to do.” 
123 
Anthony is a freshman and a Project A tutor. Academically he is a pre¬ 
engineering major. His long-term career plans are to be either a computer or electrical 
engineer. Anthony shares how his experiences with the CSL tutoring project this 
semester sparked his interest in education. He considers and ponders the challenges of 
having a possible career in education. 
Actually, I got really interested this semester because I have never really 
been involved in dealing with kids, you know, at an earlier time. It’s 
something [about teaching] that I think I would enjoy doing. I mean, I 
was always good at math. So, I figure I could be better off challenged or 
something like that. Maybe later on, actually teaching math. 
Anthony continues to discuss why he would consider teaching. 
Because through the experiences that I’ve had [childhood] and seeing how 
hard it is to learn sometimes [self experience & tutoring]. Because of how 
people don’t relate to you at times [teacher’s lack of understanding of 
people from different cultures]. I think it kind of makes you want to help. 
I mean going through what they go through. 
Karen, a Project A tutor, felt that her CSL tutoring experience did not influence 
her to pursue a career in education. She has always been interested in tutoring and 
working with kids but never thought about being a teacher. Karen comments: 
I’ve done community service throughout my life basically but, I know that 
still has not made me consider having a career in education. But, I have 
thought about tutoring. I continue doing community service [as far as] my 
major; I guess I’ve just never thought about being an educator. 
Karen goes on to comment that although she never thought about being an 
educator; that by having this CSL tutoring experience she has changed her perception of 
% 
education teachers in specific. 
I think it takes, it definitely takes a certain type of person to teach. 
Definitely, because [a teacher] has to have so much patience and 
everything. Because I know in my school, we gave the teachers a lot of 
trouble. [Overall] it’s positive [my perception about teachers]. 
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Undecided About Career Choice. One tutor recalled her school experience and 
her high regard for teachers. Fern reflects how this was a positive influence on the 
possibility of choosing teaching as a career but, she at the time of the interview is still 
undecided about her choice. 
In my elementary school, I just loved all my teachers, I mean, most of 
them... I’d compare them to other teachers I had in junior high or 
substitute teachers. I loved what teachers did for children. You know, not 
just for schoolwork, but they were there for them, like if, the kids had 
problems at home or if they needed anything and those teachers, they were 
just there for them and I loved that... I wouldn’t mind being an educator; 
you know what I’m saying. I’m teaching children what they’re going to 
need to know for the fiiture. Maybe I’m teaching the future President. I 
just want to do something for kids, like my teachers did for me. 
Fern is still undecided about teaching although she has a high amount of respect 
for the teachers and the teaching profession. “I’m not really sure as to what I want to go 
on to be, that’s why I’m in Project A right now, because I’ve always been considering 
the teaching field.” 
Fern’s career thoughts were also influenced by the hard work and daily struggles 
of her parents, her father in particular. 
I knew I didn’t want to end up like my parents ... I see them suffering. 
My father would wake up at 3:00 in the morning to go to [work] in a 
mattress factory. He would come home tired and sometimes he’d come 
home with his finger cut open or something got caught in his eye. I’m like, 
‘that’s not going to be me.’ I could not do that, to live like that. Do all that 
work and the manager who sits there and tells him [her father] what to do, 
gets paid ten times more. 
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Sean, a freshman tutor in Project B, had multidimensional career thoughts. 
Currently, he is pursuing a course of study leading to becoming a history teacher and 
coaching football. He considers this choice because. 
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I am very interested in history and I wanted to teacher the younger kids in 
my community [his home in Brooklyn, NY] about our [Black] people, 
about our [Black] history. [I want to coach] football, because I just like 
sports and that is a good way to channel it [my ability], 
Sean is interested in teaching high school students in particular. His reason is, “I 
think that is where you see kids go astray in my community [Brooklyn, NY]. They 
[students] tend to follow the crowd in high school.” Sean goes on to describe what his 
Brooklyn community is like and how this has driven his thoughts in considering 
teaching as a profession. “It’s, whew, drugs, shootings and all that other stuff that kids 
get into. Robberies; Guns; Bad influences kids pick up from the streets.” 
Sean sees difficult choices between his need to help his Brooklyn community 
and his need for financial security. He relates his experience in CSL tutoring to future 
employment by discussing financial security. “I want to help the community. I feel 
like I have to give back but teaching is— I don’t know. Because I want a higher paying 
job, I don’t think that teaching is going to do that for me.” 
When asked that if he was offered money and financial security, Sean 
responded: “I’d teach. I don’t know anything about the school system, so I can’t base it 
on that. I think it’s just the financial part.” Sean is pleased with his experience. 
I think it helps me get a feeling of it. It helped me to see teaching as a 
profession. Right now. I’m not sure though. It [CSL tutoring] will help 
me see how kids are and it will just basically give me the experience. 
Joi, a tutor from Project B during this interview was considering many career 
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possibilities, and was actually thinking of something within the medical profession. She 
keeps changing her mind and over the past two years she took a lot of different classes 
by being in a general studies curriculum at the community college she attends. Joi has 
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already been accepted to a pre-nursing program at a large university and plans to 
transfer there in the fall of the following year. 
The connection that I think [I’ve made with CSL tutoring and my career 
choice is] I want to work within the inner city, but work with people of 
where I come from. You know, people of color. People of color where I 
grew up at. Where my mother used to take me when I was sick, you 
know; when we didn’t have any health insurance, where they treated me 
with love. [Now] that I have health insurance I go somewhere else 
[where] they treat you like crap. I hate to say it. But, I think working with 
my community with children that are maybe not as fortunate. I think I 
want to do work within that [context] even if it is nursing. If I do pursue 
nursing it’ll take me twelve years. I want to come back here [to her inner 
city community] I want to work right in the middle where the urban 
league, where all our [Black] community goes; where they need stuff, like 
a clinic. I don’t care, I don’t think it would bother me, how much I’m paid 
on whether I got paid at all. I want to work in a community with these 
children. Maybe I’ll see my tutee [Joi smiles and chuckles]. 
After Joi shared her childhood experience of being moved from place to place 
and not receiving a consistent education, Joi shared some additional thoughts on how 
this influenced her to consider education as a career possibility. Joi interjected that if 
children had early intervention...such as a tutoring program (Project B); school would 
be different for many kids who have similar displacement experiences. Her reflection: 
My thing [idea] is, if you get the kids early in their education; get them 
what they need to know, when they need to know it and all the same time. 
When they get in higher grades [K-12] and higher math [calculus] and 
higher reading [you can elevate the children’s self-esteem and capability 
because] they [children] can do it. [She felt that if she had support like 
Project B, her educational experience would be different]... So, that one of 
the reason why I am thinking about [doing] something in education. 
Niles, a senior nearing completion of his four year degree, currently working as 
a compliance analyst for an investment firm, is still deciding his long term career. Niles 
expresses his thoughts about a future career in education and how CSL tutoring in a 
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leadership position has affected his career choice. “I am considering more of a career in 
the financial industry.” He goes on to explain. 
For right now it [teaching] doesn’t interest [me], I don’t think that’s where 
my strengths lie. I think my strengths lie more in financial matters. I tend 
to pick up and get much more of a thrill reading financial statements and 
financial matters than I do educational matters. But, it doesn’t mean that I 
can’t educate people. I’m for educating people on how to manage their 
money and our [Black] community needs that more than anything else. 
It is important for Niles to work within the areas he finds the most strength. 
While not deciding definitely to become a teacher, tutoring has helped Niles to see how 
a teacher ought to function in an educational setting. 
For a long time it influenced me [CSL tutoring on my career choice] 
strong, quite a bit. The influence is still with me. I’m still willing to teach 
but I’m willing to teach what my strong points are. Education is a great 
thing but teaching in the education department is a great thing; 
unfortunately that’s not my strong point. My strong point is more of a 
down-home, less robust kind of teaching. I tend to focus on things that I 
have a strong interest in, which is financing and auto-mechanics. I know I 
can teach in an educational environment but I would like it to be related to 
what I have a love and desire for. So, [CSL tutoring] it’s influenced me a 
lot. It’s basically made me sit down and think about what exactly if I 
decided to teach, what would I teach? 
Maria, a Project A tutor, is just finishing her bachelor’s degree in Sociology and 
is considering a master’s level certification program, to be certified in Social Studies for 
secondary education. Maria’s current career goals are partially based on her academic 
situation. 
I’m gonna be teaching. Lately I’ve been thinking I want to be working in 
a bilingual classroom. I’m not sure because I don’t know much about it 
[how it operates], so I need to learn a little bit more about the whole 
program or any programs that I would get involved with. But, I have a 
desire for working in a progressive school system. I always wanted to 
work [on] an in-house curriculum, if I learn that I can do this in a regular 
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school system, taking into consideration all the restraints that one has as a 
teacher. I would do that. It’s a matter of me learning more about what I 
might have [as] options. After that [working in the school system] I’ll get 
myPh.D. 
During the time Maria was tutoring with Project A, she also was involved in 
another university tutoring project that worked with culturally and linguistically diverse 
first generation college students. Then she also discusses how a tutee from the other 
project helped her to really take into consideration teaching in specific. 
This woman helped me, you know, I was telling her that I didn’t want to 
be a teacher because I was too constrained. I knew that to be a teacher 
you had to really care for what you are doing. Not anybody could be a 
teacher; this is what I was telling her. This is the reason why I’m not 
being a teacher. Because I know there’s a lot that goes into it and 
whatnot. She told me well, ‘Those are the same reasons why you should 
consider education.’ That shocked me because I never [thought] the same 
reason [is why I should consider education], I put up my all, when I was 
with my students but I knew that to choose that [education] as a [career] 
path was a very like, you really need to know why you were doing it. You 
really need to have a good background, you know, not to like perpetrating. 
Perpetrate, tracking. You need to be— an educator you need to be a role 
model. With that you need to be a motivator and with that you need to be 
an enlightened person. With that you need to know that you’re learning 
from your students. All of these things, I knew that are there [to be] that 
goes into education [being a teacher]. You need to be I don’t want to be a 
disciplinarian. But you need to set up your classroom in a way in which 
respect is acknowledged and respect for everybody. Perhaps I didn’t 
picture myself doing that [teaching] and I was like, well then, education is 
not for me. 
Maria elaborates on her education and career choice. She is also interested in 
creating her ideal work situation where she can work for positive social change in a 
progressive educational setting. 
I think I want to extend what I know [my education/learning]. I‘ll do that 
regardless of a Ph.D. or no Ph.D. [at all]. I was talking with somebody 
and we were discussing how power [powerful job position], it’s really 
what can affect change. If you have a certain type of power [within a job 
position], you could delegate more. If I could use what I know to delegate 
power in the right way [in a job position], then I think it’s more [I’m being 
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more] efficient but I’m not undermining the work that I would do as a 
teacher because that’s power in itself. Having an affect on a young mind 
[that is powerful]. But, I think, I want to take it further. I don’t know 
where I’m going to be going because; I know that there are many options 
out there. I might end up doing something totally different from 
education. But, I think that I’m on the right track. Education is a broad 
field. But, I know what I’m surrounded by this and surround by a 
community; I always think of New York. I always think of teaching in 
New York, I know that there’s a community, which I’m very like attracted 
to. You know why they call it a [progressive] community, because it’s a 
very progressive community in terms of like intellectuals, among artists, 
people who are like involved in creative work, being in education, being a 
creative worker. I think that I can feed off a lot from that experience. I’m 
looking forward to the environment in which I’m gonna be establishing as 
a teacher; because, it’s not going to be me in a classroom where I’m going 
to be, you know, it’s in the community as a whole. All the options that the 
community offers. I’m going to find something there. Perhaps I’m going 
to set up my own thing. 
Maria concludes her discussion about teaching as a career possibility by sharing 
about her race/ethnicity as it affects her future career. Maria cogitates her identity as a 
person of color to her knowledge of how the American school system operates for her 
future career. 
As a future teacher of color, I need to know more about the system [school 
systems and race relations] in order to be able to work in it. The 
experiences that my students share with me about their experiences in the 
school system helps me develop an experience, you know I live through 
their experiences. I think that’s what I’m lacking, they kind of 
compliment [what I don’t know] that. I’m lacking [the knowledge of how 
the system works] because I didn’t go to school in this system [American 
public K-12 schools]. 
Post Questionnaire Outcomes 
Participants had a final chance to comment on their community service learning 
experience by being able to write up and reflect on their thoughts from the pre¬ 
questionnaire and oral interview. The post-questionnaire contained seven questions and 
two sub-questions related to questions that were verbally presented in the oral in-depth 
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interview. This gave participants the chance to rethink their previous answers and to 
add more insight into their thoughts. 
The post-questionnaire responses were mailed to the researchers within two 
weeks of the oral interview, one participant responded one year after the oral interview 
was concluded and it was compiled with the rest of the questionnaires. Responses are 
brief and the findings are reported by project and individual statements reflected in 
Appendix F. 
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CHAPTER 5 
SUMMARY AND CONCLUSIONS 
Summary of Findings 
This study has examined the attitudes and perceptions of 14 students of color 
participating in community service learning initiatives at two institutions of higher 
education in Massachusetts during 1996-1997 academic year. The context for this 
research is two-fold. First, community service learning is a growing movement on 
campuses across the country and second, little is known about African American and 
Latino students participating in these service activities. Using a combination of survey 
and interview data, the study examines college student reactions to service activities. 
Interviews were categorized into three sections based on the three major research 
questions: 1) Reflections on education and community service experiences; 2) Present 
experiences tutoring in Project A and Project B; and, 3) Future thinking and 
connections/ the personal meaning of tutoring. Through each research question, themes 
and sub-themes emerged; the following is a summation of the results. 
.. Reflections on Education and Community Service Experiences 
Research Question One: How do university/college students of color describe their 
experiences in education and in community service? 
Research question one asked tutors to describe their past and present educational 
and community service learning experiences as students of color. Participants looked 
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back at their experiences in elementary and secondary schools and commented on their 
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current service activities as college students. As the students reflected on their 
experiences, four themes emerged, along with similarities and differences in their 
perceptions. The four common themes are tutee and tutor exchange, effectiveness as a 
tutor, leadership in tutoring, and race, ethnicity and gender identity dynamics. 
Tutor - Tutee Exchange (Relationship! The first theme is the tutor and tutee 
exchange and the ways that college students see themselves relating to younger 
students. Because tutoring relationships are immediate and compelling, college 
students had much to say on this point. For most college students’, working with 
younger students was their primary reason for becoming a tutor and they expected to be 
involved in a back and forth learning and teaching process. Tutors shared highlights and 
complexities of working with various children in their respective projects. Several sub¬ 
themes resulting from this exchange are the commonalties between the backgrounds of 
the tutors and tutees, school achievement, and the development of trust between the 
tutors and tutees. 
More specifically, college student tutors are concerned with their tutees 
academic success even to the point of where they expressed that the tutor relationship is 
similar to an older sibling to a younger sibling connection. Some tutors found their 
mirror image in the students they tutored, remembering how they faced the same issues 
in their own lives. This was a result of having the experience of working together on 
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various school projects, tutors and tutees developed close, trusting relationships. Tutors 
went through various emotional phases to develop trust in their relationship with the 
students they tutored. For example, a tutor shared that she was overwhelmed by her 
own schoolwork and then trying to deal with the emotional aspect of the tutees not 
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wanting to do their school assignments. Overall, tutors concurred that trust and 
dependability were essential across the board for developing a positive relationship. 
Effectiveness of the Tutor. The second theme of research question one is the 
concern on the part of the college students about their effectiveness as a tutor. Concerns 
about impact are a frequently part of the tutoring role. Since tutors see younger students 
on an intermittent basis, they often do not see immediate results from their efforts. It 
may take many weeks for academic progress to manifest itself. Tutors continually 
wonder “How am I doing?” or “Am I making an impact/difference?” This theme is 
supported by the sub-themes of making a difference in the lives of the students being 
tutored and by how tutors exchanging information with each other in the community 
service learning environment, i.e. weekly and monthly seminars where tutors exchange 
highlights and complexities of their community service experiences. Four major 
findings of this theme can be summarized as the following: 
■ During community service learning seminars weekly in Project A and monthly 
in Project B, tutors exchanged information about specific students/tutees, 
including those who were maybe difficult to work with. Some tutors found that, 
they were the one person who was the most effective in tutoring a specific 
student. 
■ Some tutors were more effective in reaching tutees that the teachers found 
difficult to work with. 
■ Tutors all praised different aspects of the tutees academic ability or personality 
for potential academic achievement. 
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■ Tutors experienced frustration in trying to get students motivated. One tutor 
mentioned the extreme of being depressed because she could not motivate her 
tutee to do her homework. Some tutors expressed that they experienced the 
feeling that they were forcing the students to do their schoolwork. Moreover, 
some tutors could see clear lines of distinction between being a mentor/ffiend 
and an educator/tutor and how this affected their relationship with the children 
they tutored. 
Leadership in Tutoring. The third theme emerged as leadership in tutoring. A 
number of interviewees repeatedly raised issues of leadership as they discussed their 
community service activities. Opportunities for leadership were structured differently 
in each project. In Project A, some students had formal roles as student leaders called 
“site coordinators.” These were experienced tutors who were returning for a second, 
third or even fourth semester with the project. 
In both projects, student leadership was considered an essential part of the role 
of a tutor. By agreeing to go into schools and to work with younger children, tutors 
were considered to be learning leadership skills. The sub-themes relating to leadership 
are demonstrated in the similarities and differences of tutors in leadership positions and 
those tutors who are not titled as leaders through their projects but, see themselves as 
leaders [role models]. The pressures of leadership and the hierarchical relationship to 
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tutors and schools and their projects also can be found in detail within the interviews. 
The following is a summation of the major themes of the interviews. 
■ Leaders mentioned that they had to be more sensitive to issues they had never 
thought about. For example, leaders had administrative and logistic 
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responsibilities: making sure tutors took care of their obligations to the project 
tutees, showing up on time, and being consistent. 
■ Tutors found that leadership skills can be utilized in their future careers. For 
example, getting along with people and not allowing personal acceptance to “get 
in the way” of interacting as a leader. 
■ The need for more Black role models in the school and being the only Black 
person in a leadership position was mentioned in detail by some tutors. 
■ A ffeshman/tutor mentioned that he looked at leadership as authoritative and 
rejected the idea of being a role model/leader; he just wanted to be friends not 
necessarily responsible for the kids he tutored. 
■ Although some tutors of color did not have leadership titles within their 
respective projects, such as site-coordinator (a formal leadership title), they still 
welcomed the opportunity to be a role model for the students they tutored. 
Race. Ethnicity and Gender Identity (Dynamics). The fourth theme explored was 
race, ethnicity and gender identity dynamics within community service learning. Race, 
ethnicity and gender dynamics were central to the tutoring experience in both Project A 
and B. As Beverly Daniel Tatum (1999), Dean of Mount Holyoke College states, “the 
concept of identity is a complex one, shaped by individual characteristics, family 
dynamics, historical factors and social and political context.” Dr. Tatum goes further to 
acknowledge that, “How one’s identity is experienced will be mediated by other 
dimensions of oneself: male or female; young or old; wealthy, middle-class or poor; 
gay, lesbian, bisexual, transgender, or heterosexual; able-bodied or with disabilities; 
Christian, Muslim, Jewish, Buddhist, Hindu, or atheist (p.18). 
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The college students of color tutored youth that were similar to themselves 
because of shared cultures, their linguistic backgrounds and gender. The impact of race, 
ethnicity and gender on tutoring was an often discussed issue during project seminars 
and it also surfaced as a topic when tutors reflected back on their own school 
experiences. The major points of this theme can be summarized as the following 
results: 
■ The connection of working with cooperating classroom teachers of the same 
race allowed some tutors to feel more comfortable with general communication. 
■ Tutors recognized the shortage of Black teachers and other role models, (i.e. 
athletes) and the difference it makes. Additionally, tutors mentioned that more 
Blacks should be involved in education, even if they don’t want to become 
teachers. Tutors mentioned that being a college student of color encourages the 
tutees. Younger students see Black people as succeeding and going to college 
and this has a positive effect on the kids being tutored. 
■ An opposing viewpoint expressed by one tutor was that she did not feel that her 
race mattered in an overall perspective because the school she tutored in was 
culturally diverse. However, she felt that her race, ethnicity and gender helped 
her tutee to identify with her. 
■ Developing positive relationships with younger students also come from sharing 
social likes and dislikes, (i.e. music) not just race. 
■ Only two tutors discussed racism in the actual program they worked for. They 
discussed issues of acceptance of inappropriate behavior of the tutees sanctioned 
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by the white tutors. Additionally, these two tutors questioned the intentions of 
white tutors. 
■ One tutor who was not from the United States stated that she used her ethnicity 
(Puerto Rican) as a vehicle to reach students and that by being a non-American 
student, the community service tutoring experience has in turn helped her gain a 
new perspective about life. 
Present Experiences Tutoring in Project A & Project B 
Research Question Two: Does participation in community service tutoring affect the 
attitudes of universitv/college students of color toward their college education? 
Research question two investigated to what extent did participation in 
community service tutoring impact on how college students think about their college 
education. Stated differently, did working with younger students in public schools 
cause college students to think differently about their own educational goals and 
experiences. 
Two distinct themes emerged from the data. The first theme looked at tutoring 
through the lens of a student in college organizations; tutors had much to say about 
schools as organizations and systems. Tutors were intensely interested in commenting 
on how systems do or do not work well for the students in them. For many, thinking 
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about organizations led to reflections on tracking in elementary and secondary schools, 
since it was such a large part of how they saw the system affecting younger kids. The 
second theme that emerged was whether or not community service learning at colleges 
and universities should be a requirement for all students. Some states, Maryland being 
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the first, have adopted community service as mandatory for high school graduation. 
This leads to the question of whether once in college students should receive grades or 
credits for volunteering in the community and participating in a community service 
learning academic course. 
Tutors Experience in Schools as Organizations and Systems. Tutor perception 
and opinion about today’s school system ranges from the need for students [tutees] to 
identify with other [teachers] of color, Black/Latino academic achievement through 
tracking, and the continued inequity in educational outcomes. The major results of this 
can be summarized as the following. 
■ One tutor emphasized that community service tutoring provides a hands-on 
training for students who are interested in teaching as a career. Once students 
start tutoring, they discover how intrinsically and personally meaningful it is for 
them. 
■ Tutors challenge tracking of students as a means of failing student achievement. 
At the same time, some thought that tracking was good, because they had been 
tracked in the upper level classes and it made some of the tutors successful in 
school. 
■ Tutors discussed at length and thoroughly understood the difficulties and 
challenges a teacher faces in the classroom each day. 
■ Tutors shared the importance of having a community service learning class so 
tutors can relate theory to practice. 
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Community Service as a Requirement for CollegeA Jniversitv Students. Community 
service learning has become a large part of many students’ college experiences. 
Community service learning has changed the lives of students who embark upon 
programs and seek to challenge social injustices. Participants of this study were asked to 
comment on whether community service should be a requirement for college students 
and if so why. Students were also asked to comment if they believed community 
service tutoring should required for students who major in subjects outside of education. 
Receiving credits for community service learning at universities and colleges is 
a controversial subject. It raises questions about volunteering because of a person’s 
personal need to challenge the social injustices in society or in education verses 
volunteerism motivated for credit or cash. The following summarizes the tutors’ 
perceptions of receiving credit for volunteering: 
■ For some tutors, their initial involvement came about because they heard from 
friends that tutoring was “easy and a way to receive credits.” After working 
with the project, tutors had new thoughts about how much they loved working 
with the kids and how they do not think about the credits. 
■ Some tutors felt community service should be encouraged but not as a 
requirement for graduation because it can take away from commitment and 
when you volunteer/put forth personal time, the effort takes on a totally different 
meaning. Some tutors mentioned they would not have gotten as much 
satisfaction out of participating if they had to be a tutor to graduate. 
■ Several tutors mentioned that education majors should be required to volunteer 
in community service learning program for hands-on experience. One tutor, who 
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was a pre-engineering student tutor, mentioned that although community service 
tutoring was a general elective, it was still a very worthwhile project to be 
involved with and felt it would be a good requirement for college students. 
■ No tutors discussed payment for their volunteerism. 
Future Thinking & Connections/Personal Meaning of Tutoring 
Research Question Three: How does participation in community service tutoring affect 
the attitudes of university/college students of color towards careers? 
Research question three looked at how participating in community service 
tutoring impacted on college students of color’s thoughts about future career directions 
and choices. In joining Project A or Project B, some tutors spoke about wanting to find 
out more about teaching as a career while others were mostly interested in helping kids 
and improving education. 
Once they had been tutors for at least a semester, 13 of 14 participants 
commented at length on how their experiences affected their career thinking. Their 
comments revealed three distinct themes: Teaching as a career; tutoring kids/pursuing 
careers outside of education; and college students who are undecided about their career 
choices. The results of these themes can be summarized as follows: 
■ College students who went into tutoring thinking about teaching as career 
completed the experience with the same goals in mind. In most cases tutoring 
reaffirmed their career decision. 
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■ College students who went into tutoring thinking about business or other career 
choices but were interested in helping kids and completed the experience with 
the thought of still maintaining their original career interest. 
■ College students who went into tutoring interested in exploring a career in 
education completed the experience undecided about their career choice, but still 
ready to continue considering teaching in the future. 
Learning and Teaching Community Service in the 21st Century. What do we 
know about who succeeds in schools and who fails? As stated before, we as educators 
know, for example, that children from economically disadvantaged families are more 
likely to fail in school than children from economically advantaged families. In 
addition, we know that students of color, especially African Americans and Latinos, are 
more likely to fail in the classroom. Girls of all backgrounds are more likely to become 
disinterested in subjects such as math and science. One of the reasons our schools are 
failing so many students of color and students from economically disadvantaged 
families is because of limited Eurocentric definitions of intelligence and the school 
systems that do not challenge this model. 
Students of color are intelligent and capable. They start school with high 
expectations and a strong desire to do well, the same as their white counterparts. But, 
something happens during the schooling process that dampens their interest. Some of 
these students become rebellious and defiant. Often times these students are put into 
the lower track or special education courses and some students become withdrawn and 
detached and end up dropping out of school. In a different context, such as outside of 
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the classroom, these same students may be bright and active but in school they have 
failed. Why? 
Most often, learning is supposed to happen in a Eurocentric model, which 
defines important learning as logical-mathematical and/or linguistically based learning. 
Students who display their brilliance in other ways are too often dismissed and isolated. 
Often these students are displaying their brilliance in ways culturally appropriate for 
them; though not for their predominately white middle class teachers. As Croninger 
(1991) states, “some students fail, in other words, because learning, at least as it is 
presented by some teachers, just doesn’t make sense to them. In a different context that 
makes more sense, the same students may be exceptional learners” (p. 3). 
As we enter the 21st century, we truly recognize that public schools and 
institutions of higher education are not educating students of color. The presumed 
purpose of school/education is to produce productive citizens that contribute to the 
societal economic base. In the past students conformed to society by using their ability 
for an agricultural and industrial society. The new challenges that teachers’ of today 
face are to produce productive life long learners for a technological society. The school 
must prepare these students to access information, be problem solvers and prepare for 
teamwork job situations that have not yet been created. Myers and Pickeral (1997) in 
their book state, 
.. .In schools across America today teachers receive more children who are 
living in at-risk environments. Children and young people come to school 
with limited adult guidance in supporting their development. Students 
come to school missing the experiences and encouragement to support 
their social and academic development within the classroom, (p. 10) 
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It is important and necessary to find new methods for learning and teaching for 
an age of information. How can educators change this scenario for these students, get 
them involved, interested and successful in school? Through its evolving process, 
community service learning has a relationship between school systems and preparing 
students for the future. Community service learning is a process that connects learning 
with daily living. In her book Kinsley (1995) reported. 
Community service is an age-old US tradition. Within the life and 
curriculum of the 19th and 20th centuries’ ‘Little Red School House,’ 
helping each other and one’s community was a natural part of the 
educational process. Helping younger children with their lessons as peer 
mentors’ was viewed as a way for both older and younger to learn. 
Applying skills learned in class was a constant, families’ hosted teachers, 
and the school calendar was shaped around planting and harvesting 
seasons. A symbiotic relationship between learning and living existed. 
Schools and community were connected, (p. 25) 
This study has examined the tutoring experiences of college and university 
students of color as a way to provide positive role models for younger students and to 
recruit teachers of color into the teaching profession. It is important for students of 
color to see role models such as college students and teachers representing themselves 
and their cultural background in order to find new career avenues. Through the 
intervention of community service and service leaning new choices and perspectives 
emerge and widen the possibilities in educational and career choices for students. 
This study has shown that getting college students out into schools can be a 
powerful force for change, impacting on younger students and on the college students 
themselves. Community service enlarges the way tutors think about themselves, their 
careers, and the role of schools’ as institutions in our society. At the same time, 
community service tutoring does not automatically recruit more students of color into 
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teaching careers. It may be a start to solving the recruitment problem, but it is only one 
piece of a much larger puzzle of how college students decide to become teachers. 
Five final thoughts came from this study: 
■ Who should be a teacher and who should not? 
■ Making the familiar strange for learning (schools and reflection). 
■ New roles, new settings, and a new power for college students create impact. 
■ Tutoring provides real-world practice with a safety net. 
CSL Program Recommendations 
As community service learning opens the door for new educational possibilities 
for students of color and all participants in community service learning, five main 
recommendations emerged from this study. 
■ College and university recruitment departments should work with local 
community K-12 schools to develop incentives to solicit students of color 
involvement into tutoring projects. 
■ CSL organizations on college and university campuses should recruit actively 
through organizations that have large participation from students of color, i.e. 
sororities, fraternities, and other programs developed to aid students of color 
with their college experience. 
■ Award credit to college and university students for their community service 
learning activities as an incentive for all the time and commitment devoted to 
service. 
■ Mandatory community service learning for students who are seeking degrees in 
education. Community service should be optional but highly publicized for non- 
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education majors; students who participate should still receive credit for their 
effort. 
■ Cultural awareness training for leaders and student. Programs should use help 
from social justice departments within colleges and universities or help from 
outside community organizations to train the leaders and students. 
A * 
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APPENDIX A 
HUMAN CONSENT FORM 
The Influences of Community Service Tutoring: Perceptions of 
University/College Students of Color Toward Careers in Education. 
Consent for Voluntary Participation 
Dear Participant: 
I am a Doctoral Candidate at the University of Massachusetts Amherst in 
the STEP Program (Secondary Teachers Education Program). I am conducting 
research for the dissertation entitled “The Influences of Community Service 
Tutoring: Perceptions of Universitv/College Students of Color Toward Careers 
in Education” in partial fulfillment of the requirements for the degree of Doctor 
of Education. 
The purpose of this study is to study the impact of community service 
tutoring on the attitudes of University/College students of color toward careers 
in Education. Due to the nature of this study, the anonymity of the participants 
is a priority. Although anonymity can not be fully guaranteed, these are the 
following steps that I as the researcher will take in order to protect you but not 
guarantee you as the participant anonymity. 
1. I may withdraw form part or all of this study at any time. I am free to participate or 
not to participate without prejudice. 
2. Access to the participant is gained by the researcher or assistant to the researcher. 
Participants are contacted directly by researcher once the interviews begin to take 
place. All interviews will take place in a mutually safe place, which is designed by 
participant and researcher. 
3. The interview will be tape recorded to facilitate analysis of the data. All 
participants will be identified within the transcription as letters and numbers, no 
names shall be used on the tapes/or edited out of any work related to this interview 
other than this form. I understand that it will be necessary to identify participants in 
the dissertation by position and college affiliation (e.g. a Department Head from the 
School Education said...). Because of the small number of participants, 
approximately twelve, I understand that there is some risk that I may be identified as 
a participant in this study. 
4. I understand that results from this survey and oral will be included in Kacie C. 
McCollum’s doctoral dissertation and may also be included in manuscripts 
submitted to professional journals for publication. Some of the data will be 
discussed with other colleagues in direct relation to the dissertation defense. I have 
the right to review material prior to the final oral exam or other publication. 
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Through your participation in this research, you will have the 
opportunity to have your story told. In addition, as a participant you will be able 
to use the research found in your interview and survey. I appreciate your 
consideration, time and participation. 
Sincerely, 
Kacie C. McCollum, M.Ed. 
I have read and agreed to volunteer to participate in this qualitative study 
described above. 
Participant’s Signature Date 
APPENDIX B 
CORRESPONDENCE FOR POST QUESTIONNAIRE 
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Date 
Dear 
I am writing to thank you for your participation in my doctoral 
dissertation project titled, “The Influences of Community Service Tutoring: 
Perceptions of University/College Students of Color toward Careers in 
Education.” 
I am currently progressing in the writing of my dissertation, and it is very 
exciting to be writing on this subject. The research for this project is providing 
breakthrough information about minorities in community service, thanks to your 
help. I am enclosing the final portion of this dissertation study, the post¬ 
questionnaire. 
It is important to fill out and return this questionnaire for the purpose of 
completing all the work that you have participated in thus far. Along with the 
questionnaire I have enclosed a return enveloped in order to ensure that the 
questionnaire comes to the right address. Please return this questionnaire within 
the week you get this letter. 
If you have any questions, programs or need any help, please feel free to 
call me at home or work. Thank you again for all of your help, your insight is 
valuable and it changes the world. 
Sincerely, 
Kacie C. McCollum, M.Ed. 
Enclosures 
151 
APPENDIX C 
PRE-INTERVIEW QUESTIONNAIRE 
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“Perceptions of College Students of Color Toward Community service learning 
Through Tutoring. ” 
ID#__ 
Gender:_Female_Male Race/Ethnicity: 
Age:_ Educational Status:_ 
(Undergraduate, Graduate) 
Degree(s) Obtained:_Degree Pursuing: 
Semesters) Year(s) involved in tutoring program:_ 
Name of Tutoring Program:_ 
Background Information 
Directions: Print/type the answers. If needed please use additional paper. 
1. Who was your guardian during your primary and secondary schooling? 
_Mother _Father 
_Both Parents 
Other 
2. Where did you grow up? _Suburban _Urban_Rural 
3. In general, what was primary and secondary school like for you? 
a. What was your academic performance level? (A, AB, B, BC, C, CD, F) or 
P/F 
b. What was your favorite subject in school? Least favorite? 
4. Where you tracked in primary and or secondary school? If so, what did the 
experience feel like? 
a. What role if any did your race or ethnicity play in your primary and 
secondary schooling? 
b. Did you experience racism in your primary and secondary schooling? If so, 
how did racism affect your schooling? 
5. Did most students in your community complete high school? 
a. Did students in your community attend post secondary schools? 
b. Have you ever dropped out of secondary or post-secondary school? Why? 
If you did not, what made you stay interested in school? 
6. What influenced you to attend college/university or any other post secondary 
schooling? 
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7. Prior to College/ University did you participate in any tutoring, mentoring or any 
other service/volunteer program? If so, explain the experience. 
a. How long were you involved? 
b. What was your role with the service program? 
c. Why did you participate? 
8. If you participated in a community service learning activity prior to your higher 
educational experience, so you feel that it helped prepare you for the workforce? 
a. Did you see any connections if any between your community service activity 
and getting a job? 
b. Do you feel your schooling prior to higher education prepared you to get a 
job? 
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APPENDIX D 
ORAL INTERVIEW QUESTIONS 
“Perceptions of College Students of Color Toward Community service learning 
Through Tutoring. ” 
ED# 
Oral Interview Questions 
1. Name of Community Service Tutoring Project 
Participated?_ 
2. Name of University/College attending/affiliation with Community Service 
Tutoring Project? 
3. What are your current career goals? (Career pursuing currently) 
a. Are you considering a career in education? Why or Why not? (Explain) 
4. What got you involved in Community Service Tutoring? 
a. How long were/have you been involved in this current/past Community 
Service Project? 
b. Through your College/University was this Community Service Tutoring 
Project apart of an academic requirement? If yes, explain. If no should 
it be? 
5. What was the Community Service tutoring experience like? Please give some 
highlights of your time tutoring. 
a. How does race affect/effect your tutoring experience? 
b. Does race help you identify with your student tutee? How and why do 
you think it does/does not? 
c. Do you see any connections between race and the CSL tutoring 
experience? 
6. What degree to which if at all does participation in community service tutoring 
influence you to pursue a career in education? 
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7. To what degree if at all did your participation in community service tutoring 
affect your perception about education? 
8. What connections do you make between your Community service tutoring 
experience and the career you are currently pursuing? 
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APPENDIX E 
POST-INTERVIEW QUESTIONNAIRE 
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“Perceptions of College Students of Color Toward Community service learning 
Through Tutoring. ” 
ID# 
Post Interview Questionnaire 
Directions: Print/type answers. Please use additional paper if needed 
1. What other thoughts have occurred to you since the first questionnaire and oral 
interview? 
2. Are you continuing to do Community Service tutoring or do you plan to do 
Community Service tutoring in the future? 
3. Have you applied or do you plan to apply to a program in Teacher Education? If 
so, what program and what has influences you to do so? 
4. What opportunities did Community Service tutoring provide you to create 
meaning? 
5. How do you make sense of the tutoring experience? 
6. How do you make sense of the tutoring experience and pursuing a career in 
education? 
7. What is your perception of education since you experienced your respective 
Community Service tutoring program? 
a. Do you see any connections between how you felt before you 
worked with the program and now? How is it the same or how is 
it different? 
b. Do you feel Community Service tutoring affected your attitude 
toward having a career in education? 
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APPENDIX F 
PROJECT A POST-QUESTIONNAIRE OUTCOMES 
160 
1. What other thoughts have occurred to you since the first questionnaire and 
oral interview? 
Niles commented that, “Sometime being a leader can be a very exhausting job.” 
His thoughts still surrounded leadership and what role it might have in his life. 
Sandra, who loved to work with the elementary children from Project A but, was 
not interested in a career in education commented, “The only thing that entered my 
mind was: it is about time I decided exactly what I wanted to be in life, as far as my 
career.” 
Mae who is a freshman interested in becoming a biologist stated, “I thought 
about how our educational system would be in the future and how it would change the 
lives of children.” 
Rika, a freshman, was interested in business marketing as a career goal. She 
really enjoyed working with children but during the experience proclaimed that 
teaching was not something she wanted to do. After having a chance to reflect after the 
pre-questionnaire and oral interview Rika expressed that after completing the 
community service learning experience; “I became interested in learning more about 
educational systems and the education program [at her university].” 
2. Are you continuing to do community service tutoring or do you plan to do 
community service tutoring in the future? 
Continuing Community Service Tutoring: Yes: 2 participants (Rika & Mena) 
No: 2 participants (Niles & Sandra) 
Future Community Service Tutoring: Yes: 1 participant (Mae) 
Commentst 
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Niles and Sandra are not going to continue tutoring at this time but they may 
reconsider if the opportunity comes along. Rika is planning for a leadership position 
when she continues her community service tutoring experience. “I am continuing to do 
community service tutoring. For the fall semester I plan to continue as a site 
coordinator for Project A.” Mae plans to tutor in her home community for the YMCA. 
She did not share how near in the future this will take place. 
3. Have you applied or do you plan to apply to a program in Teacher Education? 
If so, what program and what has influences you to do so? 
Yes: 1 person No: 4 people 
Comments: 
Maria plans to apply to an advanced Master’s program for secondary education 
certification she did not express in any detail what influenced her to do so. Niles, 
Sandra, Mae and Rika were uninterested in applying to teacher education programs. 
4. What opportunities did community service tutoring provide you to create 
meaning? 
Niles expressed that community service tutoring gave him an opportunity to be 
himself. He commented, “I was allowed to be more of myself, without anyone being 
judge, jury and executioner. I have come out of my shell.” 
The opportunity community service tutoring provided Sandra was, “An 
opportunity I would consider would be babysitting, I’ve learned to create meaning out 
of that.” 
Mae found a unique opportunity. She comments, “It gave me the opportunity to 
work with a diverse group of kids, and learn from them.” 
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Rika found that she had the opportunity to have fun while learning. She reflects, 
“It allowed me to use my skills and apply them— allowing me to help the kids in a fun 
yet educational manner.” 
Maria commented, “Project A provided the space for me to help explore what 
I’ve been doing by working with students and all that it encompasses.” 
5. How do you make sense of the tutoring experience? 
Niles stated, “[It was] a very rewarding experience.” 
Sandra commented, “I make sense of it by realizing it was a self-encouragement 
process.” 
The tutoring experience confirmed Mae’s thoughts. She commented, “I had the 
best time working with the children from the elementary school, they showed me how 
hard it is to be a teacher in this day and age.” 
Rika commented, “For a person wanting to pursue a career in education, tutoring 
experience helps. It allows you to get a feel of the teaching environment. Being able to 
interact with the kids is a good experience.” 
Maria did not respond to this question. 
6. How do you make sense of the tutoring experience and pursuing a career in 
education? 
Niles responded, “It has opened up a window of insight for me, although I still 
do not have any cemented plans.” 
* 
Sandra confirmed that she did not choose to pursue a career in education. Mae 
states the same, adding that she had a very good tutoring experience and learned a lot 
from working with the children. 
Rika and Maria did not respond to the question. 
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7. What is your perception of education since you experienced your respective 
community service tutoring program? 
Participants commented on what education in general is like from their 
perception, using the tutoring program as a catalyst. 
Niles responded by saying, “There is not enough specific education for many 
minority children outside the home, aside from learning Math and English; these young 
children need to be taught more of themselves.” 
Sandra stated, “My perception of education has become more focused, realistic 
and positive. I’ve received the opportunity to acknowledge the fact that education is 
extremely important.” 
Mae makes a valuable point, “I think education is very important to us because 
it provides us with knowledge and it gives us the opportunity to pursue what we want. 
But America needs to improve this system so we could compete with other 
industrialized countries.” 
Rika discusses the changes she sees from her own schooling experience. “My 
perception of education, now that I have experienced my respective community service 
program, is that elementary teaching seems to be different from when I was in 
elementary school. Teachers have new and improved methods of teaching kids so that 
they will be interested.” 
Maria’s perception of education is, “more critical, more perceptive and more 
% 
focused on resolutions,” since she experienced community service tutoring with Project 
A. 
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7 a. Do you see any connections between how you felt before you worked with the 
program and now? How is it the same or how is it different? 
This question is a sub-question of perceptions of education since experiencing 
community service tutoring. This question explores the perceptions that participants 
had in the past, present, or on the future and their ability to make connections over time. 
Niles shared his enthusiasm regarding the connections he made before he 
worked with Project A and since he completed the experience. He states, “Yes! I’m 
more liberal with my feelings and less conservative with my time.” 
Sandra stated, “The connections between [before and presently regarding 
education] would be my overall attitude and perception on education. So, that’s how I 
consider them to be the same.” 
Mae perceived no connections between her past, present or future thoughts on 
education. The clarity of the question was minimal for Maria, she continued to make 
references of how the Project benefited and helped her to prepare for her own 
experiences. 
7b. Do you feel Community Service tutoring affected your attitude toward having 
a career in education? 
Niles did not feel that community service tutoring had a negative affect but quite 
the contrary. He states, “Only expanded my options!” 
Community service tutoring confirmed Sandra’s original attitude toward a 
career in education. Sandra states, “Actually I think it confirmed my idea of having a 
career in education as something I chose not to pursue.” 
Similarly to Sandra, Mae is able to confirm old attitudes towards a career in 
education but is also more enlightened after the experience. She states, “Doing 
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community service tutoring has made me see how difficult it is to be a teacher. Before I 
didn’t really think teaching was a big deal, but now I see what teachers now face. I 
know that it takes a lot to be a teacher.” 
Rika also finds that her attitude towards having a career in education is not 
something she is interested in pursuing. She comments, “I love kids. But, my interest 
lies mainly in business/marketing.” 
Maria answered affirmatively but did not supply detail surrounding her answer. 
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APPENDIX G 
PROJECT B POST-QUESTIONNAIRE OUTCOMES 
1. What other thoughts have occurred to you since the first questionnaire and 
oral interview? 
Sean, a freshman tutor shared his enthusiasm about his participation in community 
service tutoring. He reflects, “The tutoring program was a great experience. I hope 
everyone would choose to take part in a program. It helps anyone make a connection 
with people, so it’s good for human relation skills.” 
As we have entered the dawn of the 21st century and we see diverse enrollment 
populations in schools, we do not see a reflection of people of color being involved in 
making a difference for those students by taking an active roll in education. Gerry 
reflects, “How tragic it is that there are so few people or college students of color 
involved in community service tutoring. Yet there are many children of color enrolled 
in various programs.” 
Kelly states, “It’s nice and refreshing to be in the company of other people of color 
while they are striving to be successful.” 
Mena did not respond. 
Joi’s thoughts surrounded the need for volunteerism in her local community. She 
reflected, “It occurred to me how much volunteer work is needed throughout my 
community. I noticed how much the interview brought out my true feelings of my 
volunteer work and the impact volunteering has made on my life. Before, I never 
thought twice about volunteering with children. I’m glad I got into volunteering with 
children. The oral interview left many thoughts running through my mind. I still 
question these thoughts every time I encounter them.” 
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2. Are you continuing to do Community Service tutoring or do you plan to do 
Community Service tutoring in the future? 
Continuing Community Service Tutoring: Yes: 2 participants 
No: 0 participants 
Future Community Service Tutoring: Yes: 1 participant 
No: 0 participants 
Comments: 
Kelly hopes to continue tutoring if time permits and he is available to participate. 
Sean plans to do community service tutoring in the future when possible.” 
Mena commented, “Yes, I plan on tutoring until I start teaching.” 
Joi responded, “I’m in the process of transferring to another college. With a full 
load of classes and hopefully working part-time; I’m going to try (hard) to continue 
community service tutoring.” 
3. Have you applied or do you plan to apply to a program in Teacher Education? 
If so, what program, and what has influenced you to do so? 
Sean a freshman, whose course of study reflects teacher education in the area of 
history, comments, “No, I have not applied to any programs and I don’t plan on doing 
so in the fixture.” 
Gerry commented, “yes [I have applied] my major is history. I am currently in a 
federally and locally funded teaching program. Upon successful completion of my 
degree program, I will be enrolled in another program which will give me a master’s in 
education and history (political science).” On the post-questionnaire Gerry did not 
share what the influenced was for his choice. 
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Kelly has not applied to a teacher’s education program. His college in particular 
does not operate in this manner. He comments, “No, program in particular I’ve realized 
through education that I need to give back to young people.” 
Mena who is an early childhood education major responds, “Yes, I have applied to 
teach early Childhood Education and Special Education. I applied because I want to 
make a difference in today’s youth.” 
Joi shared her thoughts about being involved with working with children but not by 
being directly involved with a teacher’s education program. She comments: “No, I’m 
not planning to apply to a program in Teachers Education. I am currently trying to get 
into the nursing program at major university. Although, I do plan on pursuing a nursing 
job in my community working with underprivileged children; my experiences working 
with inner-city children has influenced me to work with children throughout my 
community.” 
4. What opportunities did community service tutoring provide you to create 
meaning? 
At this time Sean is unable to see the opportunities that community service tutoring 
might create meaning in his life. He stated, “Well, I have not come across any 
opportunities as of yet.” 
Gerry shared his powerful insights about the opportunities that community service 
tutoring provided for him to create meaning of the experience. Gerry commented, “It 
provided me the opportunity to give something back to my community. Also being 
involved in community service tutoring afforded me the chance to ‘test the water of 
teaching.’ Program B gave me the support I needed to apply some of the theories of 
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teaching, to some degree. Community Service tutoring helped me to see and feel how 
valuable a Black male teacher is or can be to his respective community.” 
Kelly reconfirmed a belief that he shared throughout the pre-questionnaire and oral 
interview, “It allowed me to recognize the need for role models of color.” 
Mena shared the meaning community service tutoring offered her. “I was able to 
watch a young overactive child with a behavior problem grow into a young man who is 
very smart and I believe that one day, he will be a great math wiz.” 
Joi reflects, “Community service tutoring has provided many opportunities for me. 
I feel like I am a better person since volunteering. I have a different outlook on the 
youth throughout my community now. I’ve met many wonderful children and peers; 
and I’ve had the opportunity to be a role model for the children around me.” 
5. How do you make sense of the tutoring experience? 
Sean reflects, “It was a great experience. I’ve had a chance to know about myself 
because of tutoring. I found that I am very comfortable with helping people.” 
Gerry comments, “The fluff stops here! Great question! The community service 
tutoring program reflects my college’s philosophy on community service. When the 
college seeks a way to be of service in the community, it always asks whatever agency, 
institution or neighborhood council what can I do for you? Or, how can we be of 
service? This underlying philosophy applied to any community-based program creates 
an atmosphere where those involved really want to be there. The opportunity to be 
involved in a tutoring program that creates so many relationships that transcends the 
normal tutor/student situation. Project B has the added component of mentor, which 
denotes there will be bonding. In my two years of involvement with community service 
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tutoring, the best way to describe the sensibility of the tutoring experience is the warm 
feeling I get inside from knowing I made myself available to help a child or children.” 
Kelly makes sense of the tutoring experience by saying, “Every student is different 
and I must remain positive and creative.” 
The tutoring experience has made a powerful impact on Mena. She shares, “My 
tutoring experience has enlightened my life, because it makes me feel that I’m giving to 
help the world become a better place, not only for me but for the children after me.” 
Joi, similar to Mena, shared how meaningful the tutoring experience was for her. 
She commented, “I think if everyone had a tutor during their primary and or secondary 
schooling, maybe by the time they get to high school and college it would make a 
difference. Tutoring was healthy for me and the person I tutored. Even today tutors 
mean a lot to me.” 
6. How do you make sense of the tutoring experience and pursuing a career in 
education? 
Sean responded, “I do not plan on making a career in education but it was not 
because of my tutoring experience.” He did not elaborate on exactly what made him 
completely decide against teaching from merely being “undecided” during his oral 
interview. 
For Gerry, the tutoring experience consistently serves to be a place where he can 
practice teaching and the theories that he learns in the college classroom. Gerry states, 
“Project B serves as a lab for me. It provides hands-on training, which has been both 
rewarding and educational for my tutee and me. The observations I have made in the 
past as well as, those I am currently making have been defined as a result of merging 
both the tutoring experience and classroom learning. Community service tutoring gives 
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me the opportunity to apply theories and adjust them to be effective in the tutor/mentor 
setting.” 
Kelly comments, “I can’t make sense of the tutoring experience because I can’t 
understand why more people are not involved. What I do know is the importance of 
being involved with young people.” 
Mena states, “I think that tutoring experience is what made me decide completely on 
what I want to do with my life and that is a career in education.” 
Joi shares, “I’m not pursuing a career in education but my tutoring experience has 
influenced me to work with children.” 
7. What is your perception of education since you experienced your respective 
community service tutoring program? 
Since he experienced tutoring with Project B, Sean’s perception of education applies 
to those who are interested in pursuing teaching as a career. Sean states, “Tutoring can 
make a difference for those who plan to pursue education as a career. Tutoring will let 
you know whether you as a teacher can make an individual connection with students.” 
Gerry, since experiencing tutoring has a higher commitment to children and 
teaching. He comments, “I am more excited and committed than ever before about 
education.” 
After having experienced tutoring as community service, Kelly is bewildered about 
the excuses that are given and the steps that are not taken to improve education for 
children. He states, “My perception is that people make too many excuses why things 
in education can’t get done instead of finding reasons why things can happen. Perhaps, 
my most disturbing perception is there are people involved that don’t care about the 
students.” 
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Mena’s perception of education is what she learned while being a tutor. She 
reflects, “I learned that there are a lot of children out there that need one-on-one 
attention. I also learned that children need positive mentors.” 
Community service tutoring has a powerful affect on the participants’ perceptions of 
education. Joi explains how the tutoring experience changed her perception of 
education. She shares her thoughts: “My perception of education has changed. Before, 
I believed education was strictly up to the school system. I later found out that’s not 
true. Education is up to the student, the school, and the parents. The children (the 
child) I tutored seemed to be lacking in some areas of her academic work. I noticed that 
I was once in a place where I lacked in academic work. I’ve often been motivated to 
help my tutee more than I should have. I felt sorry for her and wanted to do it for her 
instead of showing her how to do it. Our education system needs more dedicated 
teachers, tutors, parents and children to improve.” 
7a. Do you see any connections between how you felt before you worked with the 
program and now? How is it the same or how is it different? 
Sean reiterates his connection, “Again, I see the program as a chance to know 
about myself and grow as a person, which is the only connection I could make.” 
Gerry explains that the connection he sees is strengthening over time. Gerry 
comments, “I feel differently only because of the severity of the lack of quality 
education many of the students I come across are getting. The connections between 
before and now have only gotten stronger and more insightful.” 
Kelly’s, similarly to Gerry’s, connection is reinforced. Kelly states, “It just 
reinforces my feelings towards young people and how important it is to portray a 
positive image for young people in education.” 
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Mena’s connection between how she felt before participating in with the 
program and how she feels now is shared by her reflection of how the program has 
brought her and her tutee closer. She shares her connection, “I believe that my tutee 
and I have grown together not only as tutees but as good friends. I also know that my 
tutee has helped me to stay positive about school.” 
Joi’s connection is completely different from before she had the experience. Joi 
reflects, “Yes, definitely. I feel totally different now than when I first started Project B. 
I am a true believer of how volunteer work has an impact on many people’s lives. Like I 
said before I have a different outlook on things now, especially on children throughout 
my community.” 
7b. Do you feel Community Service tutoring affected your attitude toward having 
a career in education? 
Sean states, “No, it has not affected my attitude or decision in not making 
education a career choice. 
On the other had Gerry feels differently. He states, “Certainly, it has reaffirmed 
my commitment to education. Community service tutoring helped me to see how a few 
hours a week given to a child can positively impact their life.” 
The importance of tutoring has affected Kelly’s attitude towards having a career 
in education. He states, “It just shows me how important and valuable getting involved 
can be; also, how easily one can impact the life of a young person.” 
Mena shares how she feels community service tutoring has affected her attitude 
towards having a career in education. “Yes, because before the spring semester started I 
was a mess and I was about to give up. But my tutee told me that, ‘You can do 
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anything you put your mind to do.’ And that’s why I can’t stop now; I have to make a 
difference in today’s youth.” 
Although Joi is not pursuing education as a career, she shares her thoughts. 
“Although I am not pursuing a career in education, community service tutoring has 
influenced my attitude toward working with children.” 
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APPENDIX H 
MATRIX OF RESPONSES 
Table 3. Research Question One - Theme One 
Theme One 
Tutor - Tutee Exchange 
Responses bv Name and Project 
Name Project 
Kelly B 
Sean B 
Mena B 
Rika A 
Joi B 
Fern A 
Gerry B 
Sandra A 
Olga B 
Maria A 
Total responses from Project A 4 people 
Total responses from Project B 6 people 
Total responses from both Projects 10 people 
Total Women from Project A 4 people 
Total Men from Project A 0 
Total Women from Project B 4 people 
Total Men from Project B 2 people 
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Table 4. Research Question One - Theme Two 
Theme Two 
Effectiveness of Tutor 
Responses bv Name and Project 
Name Project 
Karen A 
Olga B 
Sandra A 
Mae A 
Joi B 
Rika A 
Maria A 
Anthony A 
Total responses from Project A 6 people 
Total responses from Project B 2 people 
Total responses from both Projects 8 people 
Total Women from Project A 5 people 
Total Men from Project A 1 person 
Total Women from Project B 2 people 
Total Men from Project B 0 
Table 5. Research Question One - Theme Three 
Theme Three 
Leadership in Tutoring 
Response by Name and Project 
Name Project 
Niles A 
Gerry B 
Sean B 
Mae A 
Total responses from Project A 2 people 
Total responses from Project B 2 people 
Total responses from both Projects 4 people 
Total Women from Project A 1 person 
Total Men from Project A 1 person 
Total Women from Project B 0 
Total Men from Project B 2 people 
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Table 6. Research Question One - Theme Four 
Theme Four 
Race, Ethnicity, and Gender Identity 
Response bv Name and Project 
Name Project 
Mena B 
Fern A 
Kelly B 
Sandra A 
Mae A 
Joi B 
Rika A 
Olga B 
Maria A 
Anthony A 
Total responses from Project A 6 people 
Total responses from Project B 4 people 
Total responses from both Projects 10 people 
Total Women from Project A 5 people 
Total Men from Project A 1 person 
Total Women from Project B 3 people 
Total Men from Project B 1 person 
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Table 7. Research Question Two - Theme One 
Theme One 
CSL tutoring impact on Colleee Career 
Response bv Name and Project 
Name Project 
Kelly B 
Fern A 
Mae A 
Rika A 
Sandra A 
Niles A 
Joi B 
Gerry B 
Maria A 
Anthony A 
Total responses from Project A 7 people 
Total responses from Project B 3 people 
Total responses from both Projects 10 people 
Total Women from Project A 5 people 
Total Men from Project A 2 people 
Total Women from Project B 1 person 
Total Men from Project B 2 people 
Table 8. Research Question Two - Theme Two 
Theme Two 
CSL as a Requirement 
Response bv Name and Project 
Name Project 
Niles A 
Gerry B 
Joi B 
Mae A 
Sean B 
Mena B 
Fern A 
Anthony A 
Rika A 
Olga B 
Total responses from Project A 5 people 
Total responses from Project B 5 people 
Total responses from both Projects 10 people 
Total Women from Project A 3 people 
Total Men from Project A 2 people 
Total Women from Project B 3 people 
Total Men from Project B 2 people 
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Table 9. Research Question Three - Theme One 
Theme One 
Response bv Name and Project 
Name Project 
Gerry B 
Kelly B 
Mena B 
Total responses from Project A 0 
Total responses from Project B 3 people 
Total responses from both Projects 3 people 
Total Women from Project A 0 
Total Men from Project A 0 
Total Women from Project B 1 person 
Total Men from Project B 2 people 
Table 10. Research Question Three - Theme Two 
Theme Two 
Response bv Name and Project 
Name Project 
Sandra A 
Mae A 
Rika A 
Anthony A 
Karen A 
Total responses from Project A 5 people 
Total responses from Project B 0 
Total responses from both Projects 5 people 
Total Women from Project A 4 people 
Total Men from Project A 1 person 
Total Women from Project B 0 
Total Men from Project B 0 
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Table 11. Research Question Three - Theme Three 
Theme Three 
Response by Name and Project 
Name Project 
Fern A 
Sean B 
Joi B 
Niles A 
Maria A 
Total responses from Project A 3 people 
Total responses from Project B 2 people 
Total responses from both Projects 5 people 
Total Women from Project A 2 people 
Total Men from Project A 1 person 
Total Women from Project B 1 person 
Total Men from Project B 1 person 
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